Factors influencing learning transfer in a supportive leadership development programme by Munro, Shona
FACTORS INFLUENCING LEARNING TRANSFER IN A SUPPORTIVE LEADERSHIP 
DEVELOPMENT PROGRAMME 
Shona Munro 
Submitted in fulfilment of the requirements for the degree of 
DOCTOR OF PHILOSOPHY 
Deakin University 
20 July 2017 


 Acknowledgements 
I wish to express my gratitude to the many people who contributed substantially to this 
thesis. My first thanks go to my supervisors, Professor Andrew Noblet and Dr Amanda 
Allisey. Thank you sincerely for your wisdom, your willingness to share your professional 
knowledge, your high standards and your sense of fun. You have contributed immeasurably 
to the learning and enjoyment I have experienced while writing this thesis. Thanks also to Dr 
Melissa Parris for your invaluable feedback as I worked towards submission. 
To Dr Stacey Cotton, Dr Kathryn Page and Irina Tchernitskaia, you were an outstanding team 
to work with on the design and implementation of the Leadership Development and 
Coaching Programme. The findings of this thesis confirm that your dedication, 
professionalism, perseverance and creative contribution were vital to the success of the 
programme. 
I would also like to thank my other fellow action researchers –the police officers who 
participated in the programme. I learned so much from you. In particular, I would like to 
thank Senior Sergeant Wayne Williams who willingly took time out of his demanding 
policing schedule to help me ensure that this thesis presents a true picture of the 
environment and events of the Leadership Development and Coaching Programme. May 
you continue to lead with compassion and professionalism in what can be a very harsh 
environment. 
To my friend Jaquie Brooking who some years ago, guided me to begin to explore my own 
hauora/wellbeing. Thank you for supporting me back to full health so that I had the capacity 
and curiosity to undertake this study. To the late Dr Don Thompson, thank you for opening 
my mind to the possibility that I had the academic ability to complete a PhD, and that age 
was no barrier. 
To my friends – I have an enormous sense of gratitude for your support. As this thesis is 
about the impact that supportive behaviour has on wellbeing, the true value of your support 
is not lost on me. 
To my immediate and extended family, including my late parents Gwen and Jack Munro, I 
have felt your love. Completing this thesis has been a life enriching experience made 
 possible by the knowledge that “the whanau has my back”. Cara, Jaimie and David, you 
continually make me proud – perhaps completing this thesis goes some way to returning the 
honour. Cohen, Arden and Amara the joy you bring your grandmother is immeasurable –
may you never lose your childhood love of learning. Finally, Barrie, you are my rock, you 
have always supported me in good times and bad, you have helped me learn to laugh at 
myself when I get too serious, and you have never doubted my capacity to succeed. These 
strengths of yours have been critical to the completion of this thesis and to the joy I have 
experienced while writing it. 
Dedication 
I dedicate this thesis to the late Murray McMahon, friend, mentor and basketball coach, 
whose life was the embodiment of authentic leadership. This one is for you Murray, thank 
you for believing in me, this time I believed in myself. 
“Ehara taku toa, he takitahi, he toa takitini.” 
“My success should not be bestowed onto me alone, as it was not individual success but 
success of a collective.”
 5 
Table of Contents 
Candidate Declaration ........................................................................................................ ii 
Acknowledgements ........................................................................................................... iii 
Dedication .......................................................................................................................... iv 
List of Tables ..................................................................................................................... 10 
List of Figures .................................................................................................................... 10 
Abstract............................................................................................................................. 11 
CHAPTER ONE: INTRODUCTION ........................................................................................... 14 
1.1 Background to Research ........................................................................................ 14 
1.2 Study Context ........................................................................................................ 15 
1.3 Leadership Development and Coaching Programme (LDCP) ................................ 16 
1.4 Statement of the Problem and Research Aim ....................................................... 17 
1.5 Significance of Research ........................................................................................ 19 
1.6  Research Design and Questions ............................................................................ 21 
1.7 Organisation of Subsequent Chapters ................................................................... 21 
CHAPTER TWO: LITERATURE REVIEW .................................................................................. 23 
2.1 Stress in the Workplace ......................................................................................... 24 
2.1.1 Defining the Term Stress ................................................................................ 24 
2.1.2 Human and Economic Costs of Chronic Job Stress ........................................ 27 
2.1.3 Scope of the Problem in Policing Context ...................................................... 31 
2.1.4  Key Sources of Stress Across all Sectors......................................................... 32 
2.1.5 Key Sources of Stress in Policing .................................................................... 34 
2.1.6  Key Resources ................................................................................................ 37 
2.1.7 Job Stress Prevention Research ..................................................................... 39 
2.2  Context and Process of the Intervention .............................................................. 48 
2.2.1  Definitions of Process and Context ................................................................ 49 
2.2.2  Context and Process Influence on Outcomes ................................................ 50 
2.2.3  Police Cultural Context and Stress ................................................................. 53 
2.3  Leadership Development....................................................................................... 56 
2.3.1  Definitions and Theoretical Constructs .......................................................... 56 
2.3.2  Leaders’ Behaviours and Employee Wellbeing .............................................. 59 
 6 
2.3. 3 Leadership Development and Employee Wellbeing ...................................... 61 
2.3.4  Leadership Development in Policing .............................................................. 64 
2.3.5 Effective Leadership Competencies in Policing .............................................. 65 
2.3.6 Leadership Summary ...................................................................................... 67 
2.4  Coaching in the Workplace .................................................................................... 68 
2.4.1  What is Coaching? .......................................................................................... 68 
2.4.2  The Role of Coaching in Behavioural Change................................................. 70 
2.4.3  Creating Coaching Capacity Within Organisations ......................................... 71 
2.4.4  The Coaching Process ..................................................................................... 72 
2.4.5  Group Coaching .............................................................................................. 73 
2.4.6  Coaching Summary ......................................................................................... 74 
2.5  Learning to Coach and Lead Using Supportive Behaviours ................................... 75 
2.5.1 Learning and Knowledge Acquisition ................................................................... 75 
2.5.2 Models of Skill Development ......................................................................... 77 
2.5.3 The Police Learning Environment ........................................................................ 79 
2.5.4 Summary Learning to Coach and Lead ........................................................... 80 
2.6 Transfer of Learning ............................................................................................... 81 
2.6.1 Definitions ...................................................................................................... 81 
2.6.2 Background Assumptions .................................................................................... 82 
2.6.3 Varying Approaches to Transfer ..................................................................... 85 
2.6.4 Transfer Research and Evaluation .................................................................. 90 
2.6.5  Transfer Summary .......................................................................................... 94 
2.7  Summary of Literature Review .............................................................................. 94 
CHAPTER THREE: RESEARCH METHODOLOGY ..................................................................... 96 
3.1 Introduction ........................................................................................................... 96 
3.2 Research Question ................................................................................................. 97 
3.3 Research Paradigms............................................................................................... 97 
3.3.1 Epistemology ........................................................................................................ 98 
3.3.2 Theoretical Perspective ....................................................................................... 99 
3.4 Methodology ....................................................................................................... 100 
3.4.1 Action Research ............................................................................................ 100 
3.4.2 The Current Study ........................................................................................ 103 
 7 
3.4.3 The Role of the Researcher .......................................................................... 109 
3.5 Methods ............................................................................................................... 111 
3.5.1 Background to the Study – CHW Needs Assessment ................................... 111 
3.5.2 Background to the Study – CHW Strategy Development ............................ 113 
3.5.3 Leadership Development and Coaching Programme - Design and 
Development............................................................................................................... 114 
3.5.4 Participants ................................................................................................... 116 
3.5.5 Data Sources ................................................................................................. 118 
3.6 Data Analysis ........................................................................................................ 125 
3.7 Issues of Rigour .................................................................................................... 127 
3.7.1 Knowledge Claim .......................................................................................... 127 
3.7.2 Limitations of Method .................................................................................. 128 
3.7.3 Credibility ..................................................................................................... 128 
3.7.4 Confirmability ............................................................................................... 129 
3.7.5 Transferability .............................................................................................. 130 
3.8 Ethical Considerations ......................................................................................... 131 
CHAPTER FOUR: FINDINGS ................................................................................................. 132 
4.1  Introduction ......................................................................................................... 132 
4.2 The Socio-political Environment - Enablers and Barriers to Transfer ................. 135 
4.3 Organisational Environment - Enablers and Barriers to Transfer ....................... 138 
4.3.1  People Management .................................................................................... 138 
4.3.2  Knowledge Management ............................................................................. 140 
4.3.3 Organisational Culture ....................................................................................... 141 
4.4  The Station Environment –Enablers and Barriers to Transfer ............................ 142 
4.4.1  Operational Demands - Barriers .................................................................. 143 
4.4.2  Workplace Systems and Processes - Barriers .............................................. 147 
4.4.3 Station Culture – Enablers and Barriers ............................................................. 152 
4.4.4 Summary –the Station Environment ................................................................. 156 
4.5 The Intervention Environment- Enablers and Barriers to Transfer ..................... 157 
4.5.1  The Needs Assessment Phase ..................................................................... 158 
4.5.2  Design and Development Phase and Transfer Design ................................ 159 
4.5.3  Implementation Phase ................................................................................ 161 
 8 
4.5.4  Evaluation Phase .......................................................................................... 187 
4.6  The Individual Sergeant – Enablers and Barriers to Transfer .............................. 193 
4.6.1  MTIWL via 180-Degree Feedback and Coaching .......................................... 194 
4.6.2  MITWL via the Models Used in the Coaching Process ................................. 197 
4.7 The Post-intervention environment – Enablers and Barriers to Transfer ........... 201 
4.7.1  The sergeants ............................................................................................... 201 
4.7.2  The Police Coach ......................................................................................... 205 
4.8 Summary .............................................................................................................. 207 
CHAPTER FIVE: DISCUSSION ............................................................................................... 209 
5.1 Introduction ......................................................................................................... 209 
5.2 Summary Discussion of Major Findings ............................................................... 209 
5.2.1 The Role of Communication and High-Trust Relationships. ........................ 212 
5.2.2 The Impact of the Wider Environment on Transfer ..................................... 220 
5.2.3 The Complex Relationship Between the Transfer Constructs ..................... 222 
5.2.4 The Role of Transfer Design ......................................................................... 223 
5.2.5 Individual Differences and Transfer of Learning .......................................... 229 
5.2.6 The Action Research Process ....................................................................... 232 
5.3  Summary .............................................................................................................. 235 
CHAPTER SIX: CONCLUSIONS ............................................................................................. 237 
6.1 Introduction ......................................................................................................... 237 
6.2 Contributions ....................................................................................................... 237 
6.2.1 Implications .................................................................................................. 240 
6.3 Future Challenges ................................................................................................ 246 
6.3.1 Considering Other Causes of Workplace Stress ........................................... 246 
6.3.2 Leadership Development Programme Design ............................................. 247 
6.4 Limitations of the Research ................................................................................. 247 
6.5 Suggestions for Further Research ....................................................................... 249 
6.6 Concluding comments ......................................................................................... 250 
APPENDICES ....................................................................................................................... 255 
Appendix A   Sample, Plain Language Statement ........................................................... 255 
Appendix B  The Stress Management Competencies Examples (HSE, 2008) .............. 257 
Appendix C   Focus group protocols ............................................................................... 259 
 9 
Appendix D   Sample individual interview protocols and questions ........................... 263 
Appendix E   Sample of nodes ........................................................................................ 265 
Appendix F    Teaching notes for Ask/ Add model ....................................................... 267 
Appendix G  Skills Will model ...................................................................................... 268 
REFERENCES ....................................................................................................................... 270 
 
 
  
 10 
List of Tables 
Table 1 Essential competencies (Weiss, 2004) …………………………………………………………66 
Table 2 Definitions of constructs from Learning Transfer Systems Inventory ………...107 
Table 3 Station one leadership development and coaching Intervention process .....116 
Table 4 Data sources …………………………………………..…………………………………………….….118 
Table 5  LCDP focus group participants ………………………………………………………………...120 
Table 6 The Stress Management Competencies Examples (HSE, 2008) ……………..……125 
Table 7 Definitions of learning transfer constructs ……………………………………………….134 
Table 8 Significance and contributions ………………………………………………………………….237 
List of Figures 
Figure 1 Current study context …………………………..…………………………………..……………….17 
Figure 2 Contextual map of the transfer environment ……..………………………….……….….19 
Figure 3 Contextual map of training and development (Hall and Kidman 2004) ……..…52 
Figure 4 Contextual map of coaching in the workplace ………..……………………………..……69 
Figure 5 Kolb experiential learning cycle (Kolb, 1984) …………………………………..…….……76 
Figure 6 Transfer distance conceptual model (Holton and Baldwin, 2003) ……………..…86 
Figure 7 How would you describe this figure? ............................................................87 
Figure 8 The intervention …………………………………………………………………………………………97 
Figure 9 Summary of the methodological framework ……………………………………………….99 
Figure 10 Action research cycles ………………………………………………………………………………105 
Figure 11 Factors influencing learning transfer …………………………………………………………211 
Figure 12 Contextual map of intervention relationships ……………………………..…………….214 
Figure 13 Station two, cultural change – linking theory to practice ……………….……………235 
  
 11 
Abstract 
There is growing interest in the examination of contextual and process-related factors that 
affect the success or failure of stress prevention interventions (Biron, Karanika-Murray & 
Cooper, 2013; Cox, Karanika, Griffiths & Houdmont, 2007). The human and economic costs 
of workplace stress have been identified as a major concern for modern society and there is 
heightened recognition that organisations have a responsibility to provide environments in 
which their employees can thrive (Giga, Noblet, Faragher, & Cooper, 2003; Karasek & 
Theorell, 1992; Noblet & LaMontagne, 2006). Effective stress prevention programmes can 
contribute by providing the “fence at the top of the hill,” and potentially avoid unnecessary 
stress for their employees. The outcomes of stress prevention interventions are mixed and 
there has been a call in the literature for a greater understanding of how and why 
interventions succeed or fail (e.g., Biron, 2010). Additionally, epistemological questions are 
being raised that challenge the measurement and interpretation of intervention success or 
failure. 
This thesis explores the barriers and enablers to the transfer of learning for frontline police 
supervisors who participated in a leadership development and coaching programme. The 
programme was designed to improve the officers’ supportive leadership competencies in 
order to impact positively on the psychosocial work environment and to reduce stress 
among direct reports.  
Three theoretical principles guided the current study. Firstly, the critical role of learning 
transfer in contributing to the intervention outcomes was acknowledged through using a 
learning transfer framework to help guide the data collection and analysis process. The 
success or failure of training and development interventions is heavily dependent upon the 
extent to which individuals can apply their learning on a consistent basis, therefore, there is 
a need to understand what influences learning transfer. Secondly, a socio-ecological 
approach was adopted to assist in identifying the breadth and depth of factors that 
influence if, and how, individuals can apply their learning in everyday practice. This 
approach called for an exploration of the socio-political, organisational, intervention and 
individual environments in which officers worked. Thirdly, an action research methodology 
 12 
guided an examination of the value of a reflective, iterative, and participatory approach to 
intervention design, implementation and evaluation.  
The leadership development and coaching programme was implemented in two 
metropolitan police stations over successive time periods. The programme began with a 
one-day workshop for frontline police supervisors followed by group or individual coaching 
sessions held over a four-month period. A supportive leadership competency tool was used 
to provide participants with insights into their current skill level and to support subsequent 
goal development in coaching. External coaches delivered a scaffolded learn-to-coach 
programme for internal coaches. The programme then ended with a half-day leadership 
workshop aimed at ensuring that the supportive leadership behaviours were maintained 
well into the future. Data collection included post-intervention focus groups and interviews 
with participant police officers and coaches as well as research team members. Other data 
sources included intervention evaluation surveys and reports, field notes, reflective diaries 
and various police documents. 
The findings from the current investigation identified a web of interconnected factors that 
helped or hindered the transfer of supportive behaviours into everyday practice. The 
greatest influence on learning transfer was the quality of relationships across all levels of 
the intervention and in its broader environment and the subsequent levels of trust (or 
mistrust) that emerged out of those relationships. Operational demands and organisational 
systems and processes created barriers to learning transfer. Similarly, organisational culture, 
particularly around attitudes to learning was more of a barrier than an enabler of learning 
transfer. Conversely, supervisor and peer support were key transfer constructs that 
impacted positively on learning transfer. There were highly individualised transfer outcomes 
for each participant as evidenced by the 12-month post-programme interviews. These latter 
findings highlighted the important role organisational culture and climate play in the long- 
term outcomes of a supportive leadership development intervention. The findings also 
highlighted the importance of expertise provided by the facilitators and the need for a deep 
understanding of pedagogical principles when designing and implementing interventions.  
This study adds to the limited literature of the “how and why” of workplace stress 
interventions by detailing how the surrounding environment impacts on learning transfer in 
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the context of high-demand low-resource human service agencies that are particularly 
vulnerable to high levels of stress. The action research approach represents a novel way of 
developing and evaluating supportive leadership development programmes. The findings 
from the current investigation are particularly useful in providing detailed insights into the 
specific situations and circumstances that can influence learning transfer in this context. 
Specifically, these insights shed light on the types of strategies that organisations could 
employ to enhance the likelihood that the knowledge and skills gained in a training 
environment can lead to long-term behaviour change in the field. Through exploring 
learning transfer in a frontline police service environment, the study also supports previous 
stress research citing leadership development with individual coaching as an important 
strategy for enhancing supportive leadership behaviours among supervisors.  
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CHAPTER ONE: INTRODUCTION 
1.1 Background to Research 
Workplace stress is recognised as a serious public health issue that has significant economic 
and human costs (e.g., Parent-Thirion, Macias, Hurley & Vermeylen, 2007; Stavroula, Leka 
and Cox, 2008). Regarding the human impact, workplace stress has been found to have 
physiological, psychological and behavioural effects (e.g., Donaldson-Felder et al., 2011; 
Evans et al., 2012; Fletcher, 1998;). High levels of job stress can also spill-over into people’s 
non-working lives and have lasting effects on families and entire communities (Gershon, 
2009; Karasek, 1992; Medibank, 2008;). The economic costs are also considerable and are 
reflected in organisational outcomes such as labour turnover, job absenteeism and reduced 
job performance (McTern et al., 2013; Medibank, 2008; Milczarek et al., 2007). 
In recognition of the enormous costs associated with workplace stress, this study focuses on 
an organisational approach to stress prevention within a policing environment. There are 
suggestions in the literature that organisational approaches, rather than individual 
approaches to workplace stress may be more effective in the long term (e.g., Biggs, Noblet 
& Allisey 2014; Giga & Noblet, 2003; Nielsen, 2013;). The potential for policing to be 
stressful is recognised in the significant volume of research over recent decades (Abdollahi, 
2002; Arial, Gonik, Wild, & Danuser, 2010; Hart, Wearing, & Headey, 1995; Safe Work 
Australia, 2013). Both operational (e.g., dealing with trauma) and organisational (e.g., 
managing workload) stressors are acknowledged as impacting on police officers’ 
performance and wellbeing, with co-manifestation being a common outcome (Ariel et al. 
2010). Research confirms that despite the obvious operational challenges of policing, much 
of what is stressful in this sector is similar to the sources of stress experienced in other 
workplaces. Lack of support, lack of consultation and poor communication are identified 
stressors most associated with ill health by police officers (Hart et al., 1995; Wessley, 2011). 
These issues are discussed in more detail in the following chapter. Overall, there are job 
stressors that are common to multiple sectors and occupations. These are closely related to 
managerial actions (or inaction) and indicate a strong likelihood that supervisors, team 
leaders and other personnel with people-management responsibilities hold an important 
key to alleviating or exacerbating workplace stress (Donaldson-Feilder et al, 2011; Kelloway 
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et al, 2012; Nielsen & Randall, 2009). There is, therefore, a strong need to focus attention on 
supervisor’s behaviour and how their actions affect the psychosocial environment in which 
police officers work. 
1.2 Study Context 
The current study was part of a larger research project entitled “Creating Healthy 
Workplaces”. Creating Healthy Workplaces was a four- year state-funded workplace health 
project that was undertaken in conjunction with two Australian-based organisations; a 
state-wide policing service and a large community health facility. The overall project was 
designed to pilot the development and implementation of initiatives aimed at reducing job 
stress and improving employee wellbeing. This thesis will focus solely on the pilot project 
undertaken in the policing service.  
The Creating Healthy Workplace pilot project with the policing service began with a needs 
assessment phase (phase 1), followed by a programme development and strategy 
implementation phase (phase 2). Phase 1 identified that the leadership behaviours of 
sergeants (i.e., line managers) were closely associated with the stress and wellbeing 
experienced by officers. This outcome was consistent with much of stress-in-policing 
literature (e.g., Abdollahi, 2002; Arial et al., 2010; Hart et al., 1995; Safe Work Australia, 
2013) and reinforced the potential for using leadership development as an important means 
of preventing and reducing job stress (e.g., Donaldson-Feilder et al, 201; Kelloway et al, 
2012; Nielsen & Randall, 2009). In addition, the needs assessment phase helped to identify 
specific working conditions that were closely related to leader behaviours (e.g., supervisor 
support, job control, workloads) and that also stood to benefit from changes in the 
supportive leadership behaviours of sergeants. This analysis then led to phase two, which 
was the design, implementation and evaluation of the sergeants’ leadership development 
and coaching programme (LDCP). The Creating Healthy Workplace police pilot study was 
focused on the implementation of the leadership and coaching programme (as measured by 
change in leadership behaviour and health outcome measures) However, this thesis 
concentrated on the environment, events, actions and decisions that impacted on the 
sergeants’ capacity to make the changes in their supportive leadership behaviours. 
Specifically, the current thesis asked; what aspects of the environment, the intervention and 
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the individual enabled transfer of learning and what aspects represented barriers or 
obstacles to longer-term change? See Figure 1 Current Study Context p. 17. 
1.3 Leadership Development and Coaching Programme (LDCP) 
The leadership development and coaching programme (LDCP) was implemented over 
consecutive time periods in two 24-hour metropolitan police stations. The programme 
consisted of the following components: 
• A one-day introductory leadership development workshop for the station sergeants. 
The results of self, peer and constable assessment of sergeant’s supportive 
leadership competencies were presented and discussed. The assessment tool used 
was the Stress Management Competency Indicator Tool (SMCIT), Health and Safety 
Executive (see Stress Management Competencies Examples, Appendix B, p. 257) 
• A one day “Coach the Coaches” workshop for selected police coaches. 
• Coaching sessions for the station sergeants held over a 4-month period. Station one 
sergeants received group coaching and Station two sergeants received individualised 
coaching. 
A final half-day leadership development workshop aimed at reviewing the group and 
individual goals so that supportive leadership behaviours were more likely to be maintained 
over time. 
The workshops were facilitated by a research team from Deakin University. In Station one, 
the coaching sessions were facilitated by the research team members and observed and 
debriefed with the “trainee” police coaches. Station two coaching was facilitated entirely by 
the police coaches. 
Competency Guidelines from the SMCIT, assisted in setting learning objectives for the 
workshops. These were, Managing Conflict; Managing the Individual within the Team; 
Managing and Communicating Existing and Future Work and Respectful and Responsible 
Behaviour including Managing Emotions and Having Integrity. Coaching sessions involved 
sergeants setting goals based on their reflection on the results of the SMCIT and their new 
learning in the one-day workshop. 
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An action research methodology was employed as a way of guiding the development of the 
LDCP. The decision to use action research was a pragmatic one based on the likely need for 
adaptations in the programme and the associated importance of reflective behaviour on 
behalf of the university-based researchers and the participating police officers. Reflective 
behaviour was a key tool to meet the objectives of the programme, for the individual 
officer’s behaviour change, for the wider goals of the Creating Healthy Workplaces project 
and to answer the more specific questions of the current study (i.e., to identify and 
understand the barriers and enablers of learning transfer). Further discussion on action 
research is provided in the Methods chapter, section 3.4.1, p. 100. 
 
Figure 1. Current Study Context 
1.4 Statement of the Problem and Research Aim 
The LDCP was undertaken with a group of frontline police sergeants based in two Australian 
metropolitan police stations. Planning and implementing interventions for stress prevention 
is a challenging process (Biron, 2010; Noblet, 2009), about which there is much to learn. The 
aim of this study was to understand the ways in which events before, during and after the 
LDCP, influenced the capacity of the sergeants to transfer the learning from the LDCP into 
their everyday leadership practices. An ecological approach was taken in the study. 
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Bronfenbrenner’s (1979, p. 13) ecological approach to understanding human behaviour 
suggests; “Human abilities and their realization depend in significant degree on the larger 
social and institutional context of individual activity.”  
An ecological approach demands consideration of the entire environment in which an 
interaction occurs. Therefore, factors with potential to influence the transfer of learning 
exist within the socio-political environment, as well as the organisational, intervention and 
individual environments. Each environment contains factors that may in some way impact 
on if, how, and why the individual sergeants utilise their learning (see Figure 2 Contextual 
Map of the Transfer Environment p. 19). Many organisational health and job stress 
interventions require some degree of behavioural change and hence understanding what 
influences the likelihood of behaviour change is a critical piece of the puzzle for workplace 
stress intervention researchers (Donaldson-Feilder; Yarker & Lewis, 2011). Combining an 
ecological approach with a transfer of learning lens (as shown in Figure 1 Current Study 
Context p. 17), provides a unique insight into “what’s really going on.” 
Currently voiced in the literature is a need to better understand “what’s really going on” in 
intervention research. Research by Biron (2010) and Nielsen (2013) identifies a lack of 
information on process, lack of attention to context and a preoccupation with outcomes, 
rather than the factors that contributed to the outcomes. The lack of clarity about context 
and process has led to contradictory and confusing interpretations that have limited the 
confidence amongst practitioners and researchers as to how best to improve stress 
prevention programmes in the future. The need to adopt a more contextual, process-
oriented approach to stress intervention research is emphasised by Nielsen and colleagues; 
“First there is a need to understand how and why interventions work. This calls for 
an examination of the processes connecting interventions to the desired outcomes. 
Second, attention should be paid to the appropriateness of interventions. Problems 
may be difficult to address, for example when they constitute inherent conditions of 
the job. Thirdly, the use of quasi-experimental study design does not guarantee a 
valid picture of the effectiveness of an intervention” (Nielsen, Taris and Cox, 2010, p, 
219) 
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These writers and others (e.g., Noblet & Lamontagne, 2009) clearly articulate the 
importance of improving understanding of the layers of influence in stress prevention 
interventions. Similarly, in the policing leadership development field, there is a recognised 
gap in the research in understanding what works and why (Kodz & Campbell, 2010). 
Therefore, examining the factors that influence sergeants’ capacity to transfer their learning 
has the potential to make important contributions to the job stress and leadership in 
policing literature and is a worthwhile aim for this study. 
 
Figure 2. Contextual Map of the Transfer Environment 
1.5 Significance of Research 
This study will make three important contributions to the workplace stress intervention 
literature. Firstly, the current investigation has been designed to explore the enablers and 
barriers to the successful implementation of the learning outcomes of a supportive 
leadership and coaching programme within a policing environment. These findings will 
provide a deeper understanding of how structures, processes and events surrounding and 
within an intervention might influence both learning and health-related outcomes. This 
enhanced understanding is vital for informing the development of more effective and 
sustainable stress prevention initiatives. 
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Secondly, an important goal of the current study is to provide key insights into the use of 
transfer of learning as a theoretical lens in supportive leadership development research. 
Despite an extensive review of the job stress and employee wellbeing literature, no transfer 
based stress prevention studies were identified. Exploring the environment through a 
transfer of learning lens will enhance understanding of the extent to which contextual and 
process factors can influence the capacity of individuals to embed learning that is intended 
to change the psychosocial environments in which employees work. Should the approach 
prove useful, then consideration could then be given to exploring such an approach when 
undertaking supportive leadership development interventions in other contexts. 
The third area in which the current investigation will contribute to the job stress 
intervention literature is in the identified need for a change from traditional methodological 
approaches to stress prevention evaluation. The action research approach taken in this 
study provides the opportunity for a cyclical approach to program planning, implementation 
and evaluation where previous learning informs future learning (McNiff, 2010). Little is 
known about how action research might affect these phases of stress prevention 
interventions. This study will provide key insights into how an action research approach can 
be applied within the context of a stress prevention programme undertaken within a 
frontline human service agency. 
This study has significance to three other research fields. As mentioned in the previous 
section, there have been calls in the police leadership development literature to devise new 
approaches to leadership development programmes and to better understand the role of 
process and contextual factors in shaping programme effectiveness (Kodz and Campbell 
2010). The combination of an action research methodology and a transfer of learning lens is 
a new approach for consideration. In the relatively new research field of coaching, there is 
limited literature on interventions which focus on wellbeing outcomes for either the 
coachee or their staff (Gyllensten and Palmer, 2005). This gap in the literature creates the 
potential for this study to be linked with other coaching literature to better understand the 
relationship between coaching, wellbeing and performance outcomes. The current study is 
also significant to the learning transfer field, where there has been a call to increase 
understanding of specific transfer environments. This study will also contribute to greater 
understanding of transfer constructs. In personal correspondence discussing the transfer 
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construct of motivation to improve work through learning (MTIWL), leading transfer 
researcher Reid Bates commented; “So in a very real way, your work is on the cutting edge 
of testing this second order construct [MTIWL]” (Bates, 2016). 
1.6  Research Design and Questions 
Based on the literature review and the initial needs assessment stage of the Creating 
Healthy Workplaces project, the following research question was identified: 
“What are the enablers and barriers to the transfer of learning by frontline police leaders 
participating in a leadership development and coaching programme designed to improve 
the psychosocial work environment in two metropolitan police stations?”  
The study was undertaken in an Australian police service and key personnel within this 
organisation selected the two stations that would take part in the current study. A 
leadership development and coaching programme for police sergeants was designed to 
improve their supportive leadership behaviours, to subsequently improve key psychosocial 
working conditions (e.g., job demands, supervisory support, decision-making control) and to 
reduce the stress experienced by junior officers (Senior Constables, Constables and 
Probationary Constables). Participating sergeants were selected based on availability rather 
than any characteristic of the individual sergeants. The programme was implemented 
consecutively in the two stations, that is, the programme in station one was completed 
before the station two programme began. Qualitative data regarding enablers and barriers 
was collected in a range of forms including focus groups involving sergeants and their 
supervisors, individual interviews with sergeants, constables, supervisors, coaches and the 
research team, and a range of correspondence, field notes and reflective journals. Statistical 
data focusing on the outcomes of the Creating Healthy Workplaces pilot project was also 
considered, including pre and post-intervention survey results and reports. Qualitative data 
was analysed to identify relationships to learning transfer constructs at the various socio-
ecological levels then further themes were identified as the analysis progressed 
1.7 Organisation of Subsequent Chapters 
This thesis is organised into six chapters. This introductory chapter provides the background 
to the study and introduces the overall research question. Chapter two presents a broad 
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and in-depth review of literature relevant to a workplace stress intervention which focuses 
on leadership development and coaching. This review begins with an examination of the 
workplace stress literature including previous stress prevention research and evaluation 
challenges. The concepts of leadership, leadership development and coaching are then 
introduced and the relevant literature is examined in relation to the capacity of leadership 
development and coaching to create change for individuals and workplaces. Learning and 
transfer of learning are also discussed with attention to their role in individual development 
and a rationale is developed for the transfer of learning approach taken in this study. 
Chapter three presents the methodology chosen for this study and the paradigmatic 
influences and implications for that choice. This chapter also includes a detailed descripton 
of the procedures for conducting the research and analysing the data. The findings of the 
research are detailed in chapter four. The findings have been separated into sections and 
include the socio-political, organisational, station, intervention and individual environments. 
The fifth chapter provides a critical examination of the study findings in light of what is 
currently known about leadership development and coaching as a means to improve 
supportive leadership behaviours. The sixth and final chapter outlines the contributions 
made by this study, the implications of those contributions and specifies the study 
limitations. The chapter concludes with comments on the use of a transfer of learning 
approach to understand how leadership development and coaching might contribute to 
creating less stressful and healthier workplaces. 
The following chapter introduces the literature reviewed for the study. 
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CHAPTER TWO: LITERATURE REVIEW 
The aims of the current study have been informed by the following review of the literature. 
This review is divided into seven sections. Section one begins with a definition of workplace 
stress and is followed by an assessment of the human and economic costs associated with 
heightened levels of employee stress. The scope of the problem in a policing context is 
identified and then potential sources of workplace stress are discussed. This discussion 
considers both operational and organisational stressors. The key resources available to 
officers are also identified in this section, with a focus on supervisory behaviour. Supervisors 
can be both a source of stress and a source of support, highlighting the complex nature of 
managing stress within the workplace. The final part of Section one centres on the job stress 
intervention literature and considers the challenges of developing, implementing and 
evaluating workplace stress interventions. The shortcomings in current intervention 
research are also discussed in this part of the review. 
Section two focuses on context and process. The term ‘process’ considers the systems, 
procedures, methods and other process-related factors that are used to plan, implement 
and evaluate the intervention, while context refers to the physical, social, organisational, 
economic and political environments in which the intervention is undertaken. The purpose 
of this section is to identify the usefulness of examining process and context to identify 
possible enablers and barriers that could influence the design, development 
implementation and evaluation of interventions. The culture of the organisation and its 
associated professions have been identified as influential features of the intervention 
context and hence a large portion of this section is dedicated to examining policing culture, 
specifically as it relates to officer stress. The key review question in this section is; “are 
process and context important and if so, how best can they be identified and examined?”  
Section three is concerned with how leadership behaviours can impact on employee 
wellbeing. Leadership behaviours and competencies have been shown to impact 
significantly on wellbeing outcomes for subordinates in the workplace (Donaldson-Feilder, 
Yarker, & Lewis, 2011; McCarthy & Milner, 2013) and are the focus of intended behavioural 
change in this thesis.  
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Section four examines the specific leadership practice of coaching. Coaching is defined and 
discussed as an intervention strategy and as a leadership practice. Coaching practices have 
been identified as having the potential to impact positively on supportive leadership 
behaviours (Passmore & Anagnos, 2009). The empirical literature examining the impact of 
coaching practices on psychosocial wellbeing is therefore discussed in detail. 
Sections five and six focus on the role of learning, and how learning is transferred into 
practice. The success or failure of leadership development interventions is dependent on a 
range of factors that can influence learning and the transfer of new leadership knowledge, 
skills, attitudes and behaviours into practice. Transfer of learning is a key outcome of the 
intervention examined in the current study and is, therefore, a major focus of the research 
question in this study. The creation and maintenance of an environment where individuals 
are motivated to learn, have the opportunity to embed new skills or further develop current 
skills and to transfer those skills into their workplace practices, is identified as critical to 
individual and organisational learning (Bates, 2003; Holton III & Baldwin, 2003). Therefore, 
the sections on learning and transfer examine theories that explain the mechanisms that 
may enhance or hinder the intended changes in the behaviour of individuals in their 
attempts to apply learning, particularly in workplace settings. The literature on transfer of 
learning strengthens the review by providing an evaluation framework through which to 
examine the individual, environmental and process-related factors that impact on 
workplace wellbeing intervention outcomes. 
2.1 Stress in the Workplace 
The following section presents a review of the job stress literature that has been used to 
inform the current study. As described in the introduction this section begins by defining the 
key constructs and is followed by an examination of the costs of employee stress, 
particularly in policing. The role of supervisor behaviour is discussed then the job stress 
intervention literature and associated challenges and opportunities in current research are 
examined. 
2.1.1 Defining the Term Stress 
There are several definitions of stress in the literature. In discussing these, Salas et al (1996, 
p. viii), warn, “the naive reader should be cautioned against wading into this literature 
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without a high tolerance for ambiguity”. Stress research originated in the fields of 
endocrinology and psychology and subsequently became prominent in organisational 
psychology. This diverse history has led to definitions that are often contradictory and 
amorphous. Following is a brief examination of the development of stress definitions, which 
lead to the current understanding of stress underpinning this study. 
Stress was first described in the literature from a response or a stimulus perspective. In 
regards to the response approach, Selye (1946) noted an increase in cortisol and adrenalin 
production in individuals confronted with potentially threatening and demanding situations. 
Stress was defined by Selye in terms of the body’s response to any mental or physical 
demand. Changes in cortisol and adrenaline levels create an alarm reaction in the body 
beginning with what Selye described as the shock phase, then counter-shock, resistance and 
finally exhaustion phases (Poesnecker, 1999). Although these phases provided a valuable 
foundation on which to examine the human response to potentially stressful situations, this 
biological perspective failed to explain the widely varying responses of individuals to the 
same or similar conditions. Other earlier research noted that not only are physical and 
mental responses between individuals very diverse but what is stressful for some, can 
actually be health-enhancing for others (Hinkle, 1974).  
In contrast to a response approach, the stimulus-based approach takes a causation 
perspective, identifying stress as an independent variable (Noblet, 2002). A prominent 
example of this approach is Holmes and Rahe’s (1967) Social Readjustment Rating Scale, 
which attempts to rate life-events in an objective, measurable way. A rating scale of 43 
stressful events was devised whereby the most stressful events (e.g., the death of a spouse) 
were rated most highly, through to lower ranked least stressful events (e.g., going on a 
holiday). While rating scales are still in regular use in some fields of psychology, they have 
been criticised for failing to take into account moderating factors such as individual 
differences in perceptions of events; cultural variations in how events are viewed; and 
events which can impact on stress levels but may not be change related (e.g., unremitting 
boredom) (Dewe, 1991; Folkman, 1984; Lazarus & Folkman, 1987). 
One of the common criticisms of the response and stimulus approaches is that the artificial 
separation between stimulus and response does little to create an understanding of the 
transactional nature of stress. Nor is such an approach cognisant of any psychological 
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processes that have the potential to moderate or mediate the transaction (Dewe, 1991). 
Examining stress from a cognitive, rather than a stimulus and response paradigm, is based 
on the view that stress represents a particular relationship or transaction between an 
individual and his or her environment (Dewe, 1991; Folkman, 1982; Karasek & Theorell, 
1992; Lazarus & DeLongis, 1983). Central to cognitive theory is the acceptance of the 
dynamic, constantly changing nature of the relationship between the person and the 
environment. Further, the relationship is bi-directional, that is, the person and the 
environment are both impacting upon each other (Folkman, 1984). Lazarus and Folkman 
(1984, p. 11) state that the most useful approach to take is to view stress as an organizing 
concept, not as a variable itself, but rather as a “rubric consisting of many variables and 
processes.” 
A cognitive approach draws attention to the appraisal process used by an individual to 
“imbue a stressful encounter with meaning” (Holroyd & Lazarus, 1982, p. 22). The process 
used by individuals to attach meaning to events will determine their coping strategies, 
hence understanding the appraisal process is critical to understanding workplace stress 
(Dewe, 1991). Lazarus and Folkman (1984) identified two questions that determine how an 
individual appraises the potential threat/harm, loss or challenge of an event. Question one 
is the primary appraisal “what is at stake?” In other words, “how significant is this event and 
what does it mean?” (Folkman, 1984). The significance of an event to wellbeing is evaluated 
by the individual themselves. Primary appraisal could identify an event as “irrelevant, 
benign-positive or stressful (Lazarus & Folkman, 1984, p. 53).”  
While the first appraisal question asks “what is at stake?”, the secondary appraisal question 
asks “what can I do in response to this event?” The individual considers what resources are 
available to deal with the event/situation. These resources may be internal (e.g., knowledge, 
skills, confidence) or external (e.g., support from others, decision-making influence). Primary 
and secondary appraisals combine to influence coping strategies. Folkman (1982, p. 97), 
describes the relationship between individual appraisal of the situation (including the event 
and the resources) and whether this appraisal results in stress or not, in the following way - 
“When that which is at stake is meaningful and coping resources are judged less than 
adequate for managing the demands of the situation, psychological stress is experienced. 
The greater the imbalance the greater the stress.” 
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Acknowledgement of the interdependency between the person and the environment has 
implications for how the appraisal process is viewed. If there is true interdependence then 
control of the situation must be viewed only within the particular person/environment 
dynamic in which it is embedded (Folkman, 1984). This reality becomes more complex by 
the interdependent and dynamic nature of, the relationship between appraisal and coping 
throughout an event or situation. An individual’s coping efforts can alter the actual 
situation, which in turn creates a new appraisal opportunity. Loss or harm, threat or 
challenges are reassessed by the individual and different coping decisions may be made 
(Folkman, 1984). Such coping decisions have, according to Lazarus and DeLongis (1983, p. 
245), “profound consequences for morale, social and work functioning and somatic health.” 
It is evident therefore that stress is a complex entity, inextricably entwined with individual 
and environmental conditions. Stress is not inherently bad, but rather that it becomes a 
problem when there is a mismatch between a) external conditions and demands and b) the 
individuals’ expectations, ideal or skills, physical capacity or knowledge to comfortably 
handle the situation (Karasek, 1992). When a person appraises a situation, and perceives 
risk, he/she adopts a range of coping behaviours. Should job stress be experienced over a 
long period, where demands exceed the external and internal resources of the individual, 
then negative health outcomes are considered inevitable (Karasek & Theorell, 1992). These 
outcomes are not only of concern for the individual concerned but can have flow-on effects 
for colleagues, their employer, family and friends and the wider community. The following 
section examines these negative effects in detail, accounting for both the human and 
economic costs of ongoing or chronic job stress.  
2.1.2 Human and Economic Costs of Chronic Job Stress 
To justify the need to undertake a workplace stress prevention study, it is necessary to first 
consider the effects and prevalence of occupational stress. Workplace stress is identified as 
a serious international public health issue with significant health and economic costs (Leka & 
Cox, 2008; Parent-Thirion, Macias, Hurley, & Vermeylen, 2007). Chronic job stress affects 
both the individual and the organisation in a wide variety of ways (Giga et al., 2003; Karasek 
& Theorell, 1992; Noblet & LaMontagne, 2006). The human costs include a range of 
psychological, physical, behavioural and social outcomes (Medibank, 2008; Noblet, 2002). 
This section discusses the costs and prevalence of job stress amongst the general 
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population, while the following section examines the impact of stress in a policing 
environment. 
2.1.2.1 Human Costs 
Physiologic and Psychological Costs 
Many studies report both physiological and psychological impacts of chronic job stress. 
Donaldson-Fielder, Yarker and Lewis (2011), identified physiological symptoms of chronic 
job stress including the increased risk of cardiovascular disease, digestive disorders, 
musculo-skeletal pain and hypertension. Psychological health issues include anxiety, 
depression, poor concentration, loss of humour and reduced confidence and self-esteem 
(Donaldson-Feilder et al., 2011; Fletcher, 1988). Issues of burnout and sleep problems were 
identified in comprehensive meta-analyses examining responses to workplace bullying 
(Nielsen & Einarsen, 2012). Similarly, cardiovascular risk and depression have been 
identified as having a significant association with prolonged exposure to job pressures 
(Karasek & Theorell, 1992; Kivimaki et al., 2003). Coronary heart disease morbidity and 
mortality have been linked to high job demand and low job control in a range of studies 
(Haynes & Feinleib, 1980; Karasek, Baker, Marxer, Ahlbom, & Theorell, 1981; Kristensen, 
1995). Individual capacity to take steps to reduce the effects of stress is compromised by the 
cumulative effects of fatigue, depression and reduced self-confidence (Public Service 
Association of South Australia, 1992). These considerable physiological and psychological 
costs of stress eventually spiral into behavioural and social costs which then impact on 
whole communities (Medibank, 2008; Noblet, 2002). 
Behavioural and Social Costs 
The behavioural effects of occupational stress refer to health-related risk behaviours such as 
smoking, over eating, excessive alcohol consumption and other outcomes of common job 
stressors (e.g., centralised decision-making, lack of supervisory support). A large study by Ng 
and Jeffrey (2003), found that for both women and men, high stress was linked to less 
frequent exercise, a higher fat diet, the recent increase in cigarette smoking along with less 
self-efficacy to stop smoking and less self-efficacy to reduce intake when stressed. Alcohol 
consumption has also been identified as significant in the relationship between work and 
stress. Gershon et al (2009) studied maladaptive coping behaviours in over fifty year-old 
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police officers. Excessive alcohol consumption and problem gambling were identified as 
significant risk factors related to work stress. In other research involving younger workers 
(Wiesner, Windle, & Freeman, 2005), there was a direct relationship between low skill 
variety and low autonomy, on the one hand, and heavy alcohol use, boredom and 
depression on the other. 
There are also serious social consequences of long-term exposure to workplace stress. In a 
report commissioned by the International Labour Organisation, Hoel, Sparks and Cooper 
(2001) looked specifically at the cost of violence and stress at work. They found that the 
social costs of violence and workplace bullying were difficult to quantify, but identified an 
inevitable increase in pressure on social services and welfare, particularly when individuals 
may have to retire on the grounds of ill health. They estimated that stress and violence at 
work might account for between 1 and 3.5% of GDP (Hoel et al., 2001). 
While monetary costs are significant, the impact of workplace stress on employees lives 
outside of work are also evidence of the social costs of stress. Stressful working conditions 
such as long working hours and shift work can impact negatively on life outside of work. A 
monotonous work life with limited autonomy and which lacks meaningful psychological 
input, was found to be a conditioning factor in outside work behaviours. (Karasek & 
Theorell, 1992).  Karasek and Theorell identified that jobs with a narrow task focus, 
significant repetition and closely monitored by supervisors, influenced workers to behave in 
similar ways in family and community settings. Such behaviour increases the likelihood of 
limiting full participation in home and community activities such as religious, sporting and 
cultural activities.  
In summary, the overall human costs of workplace stress are far greater than the adverse 
health outcomes experienced by the individual worker. The mix of psychological and 
physiological costs and the associated behavioural and social impacts highlight the 
widespread, all-consuming impact that chronic job stress can have on people’s lives.  
2.1.2.2 Economic Costs 
Workplace stress has an impact beyond the physical, psychological, behavioural and social 
costs to individuals. Inevitably, these human costs also impact on the organisation and the 
overall economy (McTernan, Dollard, & LaMontagne, 2013; Medibank, 2008; Milczarek, 
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Schnaider, & Eusebio, 2007b). Chronic stress has been identified as one of the biggest health 
and safety challenges in workplaces around the world (Milczarek et al., 2007b; Safe Work 
Australia, 2013; Salas et al., 1996; Sauter, 2001). Links have been identified between 
workplace stress and organisational outcomes such as labour turnover, absenteeism and job 
performance. A 2002 European Commission report estimated the annual cost of work-
related stress in the EU15 to be 20 million Euros. In Great Britain alone during the 2005/06 
year, work-related stress cost more than 530 million pounds. In the same 12-month period 
work related stress medical visits increased by nearly twenty five percent (Milczarek et al., 
2007b).  
Stress claims cost more than other health claims, in part due to the frequently lengthy 
recovery or rehabilitation period (Medibank, 2008). Absenteeism and potential 
presenteeism due to the time taken for recovery and rehabilitation significantly impacts on 
productivity in the workplace. Studies suggest that between 50% and 60% of absenteeism is 
stress related (Cox, Griffiths & Rial-Gonzales, 2000). The economic cost of these high 
prevalence rates is reflected in Australian data of stress related presenteeism and 
absenteeism recorded in 2007. Costs to the employer and the economy were estimated at 
$10.11 billion and $14.81 billion respectively (Medibank, 2008).  
A major limitation of the literature documenting the economic costs of job stress is that 
many of the estimates do not account for the hidden costs. These hidden costs include 
those associated with re-staffing and re-training when workers are on sick leave or have left 
the organisation due to stress-related reasons. These are significant human costs that are 
difficult to quantify (Safe Work Australia, 2013). The Safe Work Australia report identifies 
that the true prevalence of the problem is not reflected in their statistics because large 
numbers of employees, for a range of reasons, are not making claims and therefore not 
appearing in the data. With 22% of working Europeans claiming to have experienced stress 
in the workplace, consideration of these additional hidden costs would indicate a significant 
problem requiring attention (Medibank, 2008). 
Overall, the literature examining the physical, psychological, behavioural, social and 
economic costs of stress indicate that both employees and employers suffer because of 
prolonged and widespread job stress. It is, therefore, in everyone’s interests that research is 
undertaken to identify ways to prevent or reduce the impact of stress in the workplace. 
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Understanding the scope of the problem is an important initial stage in that research 
process. 
2.1.3 Scope of the Problem in Policing Context 
Given that the current study was undertaken within a policing service, it is important to 
establish the prevalence of job stress within this sector. Police officers are exposed to many, 
if not most of the workplace psychosocial risk factors identified in the literature. High 
demands, low control, shift work, high risk and exposure to trauma contribute to police 
officer stress and the potential for negative health consequences. This section discusses the 
range of physical, mental, behavioural and social consequences that have been identified in 
studies involving law enforcement personnel. 
Several studies have examined the link between work-related stress and psychiatric 
symptoms amongst police officers. In a study of 354 Swiss police officers, nearly 12% had 
high scores for psychiatric symptoms (Arial et al., 2010). A comparable study in Taiwan 
examined quality of life and depression (Chen et al., 2006). Of 832 police officers, a 
depression rate of 21.6% was estimated, concluding that rates could be significantly higher 
than currently accepted figures. Predictive factors for depression were, job stress related to 
achievement, peer pressure about performance, heavy workloads and family problems. 
There was a strong association between depression and reduced quality of life (Chen et al., 
2006). Australian police officers have been identified as being amongst those workers with 
the highest rate of mental health stress claims for the specific area of work pressure, which 
is defined as work overload, high levels of time pressure and continual subjection to 
deadlines (Safe Work Australia, 2013).  
Maladaptive coping behaviours resulting from work pressures have been examined in the 
research, particularly in relation to alcohol consumption. The use of alcohol by police 
officers has featured in the fiction literature and media over the latter decades of the 20th 
Century. Alcohol has been linked strongly to public images of police officers. A Commission 
of Inquiry into police behaviour in New Zealand identified a social culture in the 1980’s 
dominated by excessive alcohol use (New Zealand Police, 2006). Excessive consumption of 
alcohol by police officers has been researched steadily since the 1980’s (Kohan & O'connor, 
2002; Swatt, Gibson, & Piquero, 2007; Violanti, Marshall, & Howe, 1985). A study of an 
 32 
Australian state police service (Davey, Obst, & Sheehan, 2001), examined perceptions of 
major contributing factors to alcohol consumption by police officers. Thirty percent of 
respondents were found to be at risk of harm from excessive alcohol consumption. The 
officers considered celebrations and socialising to be the main drivers of drinking, however, 
the study identified that stress-related factors were most predictive of drinking behaviour. 
This conclusion reinforces the need for interventions to focus on the primary sources of 
stress that are closely linked to the elevated levels alcohol and other drug abuse.  
The work home interface is another area where psychosocial stressors can have a negative 
impact on police officers. Examination of the relationship between job stress, job burnout 
and work to family conflict (work life balance), confirmed a positive relationship with marital 
conflict (Morley, 2013). The results were particularly strong for female officers. A study by 
Rajaratnam (2011) found sleep disorders to be common in North American police officers. 
Concern was also expressed about the relationship between sleep disorders and crashes, 
injuries, absenteeism and depression among officers. 
These results in the physical, psychological and social dimensions of health risk, highlight the 
complexity of the responses to workplace stress from a complex array of potential stressors. 
Police officers are not immune to the workplace stressors that affect and afflict the general 
work population. As with the general population, maladaptive coping strategies are not 
uncommon. Clearly, the scope of the problem is significant. The following section will 
explore the sources that could be contributing to the stress by general working populations. 
2.1.4  Key Sources of Stress Across all Sectors 
Sources of stress that are commonly found across a range of occupations and industries 
have been captured in various frameworks of job stressors (Cooper & Marshall, 1976; Quick 
& Quick, 1984; Schuler, 1982). Framework categories vary, but generally cover the physical 
environment (e.g., workplace design); the roles undertaken by an employee, (e.g., lack of 
power, role ambiguity and role conflict); organisational structure (e.g., reporting lines, rank, 
virtual teams ); job characteristics (e.g., job demands, decision latitude); interpersonal 
relationships (e.g., supervisor and peer relationships); career development (e.g., 
opportunities for advancement) and work-family conflict (Cooper & Payne, 1988). Recent 
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literature reflects the current economic and social climate and highlights the impact of 
widespread organisational change (Medibank, 2008; Milczarek et al., 2007b).  
The European Pact for Mental Health and Wellbeing identified that leadership practices, 
organisational culture and the organisation of work are key sources of workplace stress 
(Milczarek, Brun, Houtman, & Goudswaard, 2007a; Milczarek et al., 2007b). A longitudinal British 
study has analysed data in a series of annual surveys to monitor changes in psychosocial 
working conditions involving job control, work demands, managerial support, peer support, 
role conflict, relationships and change in British workplaces (HSE, 2012b). The study 
identified public sector reforms involving a reduction in people, time, budget and resources 
as sources of stress, where the span of responsibility is increased, without a commensurate 
increase in decision making authority. 
The influence of public sector reforms on the nature of the workplace and working 
conditions has significant flow on effects to individuals. Employment uncertainty due to 
downsizing, outsourcing and the need for economic flexibility as well as higher workloads 
and poor work-life balance all have the potential to cause psychological, social or physical 
harm (Cox, Karanika, Griffiths, & Houdmont, 2007; Milczarek et al., 2007b; Murphy & 
Sauter, 2003)). A report by the European Agency for Safety and Health at Work identified 42 
Emerging Psychosocial Risks, often as the result of an organisational or technical change, but 
also impacted upon by socio-economic, demographic and political changes (Milczarek et al., 
2007b). From the list of 42, five were identified as strongly emerging. They were new forms 
of employee contracts and job insecurity; the occupational safety and health risk of an 
ageing workforce; work intensification, high workload and work pressure; high emotional 
demands at work, violence and harassment and poor work-life balance.  
The current economic climate has the potential to place high demands on employees while 
simultaneously compromising or limiting control and support. This interaction is particularly 
relevant to the current study which considers the impact of the behaviour of one level of 
the organisation (i.e., sergeants or line managers) on the psychosocial wellbeing of another 
(i.e., junior officers or subordinates). Attitudes and actions of line managers are identified by 
employees as one of the most significant sources of stress (Hogan & Kaiser, 2004; Tepper, 
2000). Line managers have the positional power to influence the areas that are the key 
sources of stress for employees, particularly in relation to demands (e.g., workload, work 
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patterns); control (the ability to influence the way in which work is done) and support (e.g., 
encouragement, resources, feedback, recognition) (Donaldson-Feilder et al., 2011). Line 
managers could also be viewed as primary sources of stress, through the nature of their 
leadership style, or they could be viewed as moderators of the impact of potential sources 
of stress through the way in which they interpret the business demands or through how 
they manage individuals experiencing stress. Either way, leaders are generally seen as being 
central to any attempt to tackle chronic job stress (e.g., Kelloway, Turner, Barling, & 
Loughlin, 2012; Nielsen & Randall, 2009) The following section examines the literature 
identifying the key sources of stress in a policing environment including the role that leaders 
play in shaping the psychosocial environment in which junior officers work. 
2.1.5 Key Sources of Stress in Policing 
 Attempts to understand sources of stress in policing have followed the same historical 
trajectory of stress research in general. The research began with a stimulus-response 
perspective, then through the critical life events approach, and more recently moved to a 
transactional process involving analysis of coping, and a range of environmental 
antecedents. Broad categorisation of the possible sources of stress points to three main 
areas “1) occupational (i.e. task-related stressors), 2) organisational (i.e. organisationally 
related stressors) and 3) intra-interpersonal (i.e. personality related stressors)” (Abdollahi, 
2002, p. 1).  
This section begins with an examination of the literature that argues the differential impact 
of operational (job-related) stress and organisational stress in policing. This leads to a 
discussion on the role of supervisory behaviour in creating stress or wellbeing in the 
workplace. While the literature under review is from a wide range of international 
jurisdictions, there are common themes in the source of stress experienced by police 
officers from around the globe.  
There is general agreement in the literature that police work can expose officers to the 
kinds of traumatic events not experienced by most other occupations (Abdollahi, 2002; Arial 
et al., 2010; Hart et al., 1995; McCreary & Thompson, 2006). These events include dealing 
with dangerous criminals, road crashes, suicides, homicides and child deaths. However, a 
significant body of research indicates that the major source of the stress associated with 
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policing is not exposure to dangerous or potentially traumatic situations, but rather it is the 
same types of events and situations that cause stress in most other workplaces (e.g., job 
control, workload, role conflict, role ambiguity) (Brough, 2004; Collins & Gibbs, 2003; Hart, 
Wearing, & Headey, 1993; Wessely, 2011). Hart et al (1995), completed a longitudinal study 
of 527 Victorian state police officers in Australia drawing from all ranks and work groups. 
They determined that both positive and negative experiences should be considered when 
attempting to understand the determinants of psychological wellbeing in police officers. 
Further, their results suggested that police officers are neither satisfied nor dissatisfied with 
operational tasks. The example given was that of dealing with child abuse, which could 
create both psychological distress (by the circumstances) and psychological uplift (by gaining 
a prosecution). This would also be true for the management of other traumatic incidents 
such as road crashes, family violence and disaster victim identification. Overall, the results 
of the study concluded that organisational rather than operational experiences were more 
important in determining psychological wellbeing. The authors also highlighted that 
improvement of organisational health (providing a safe psychosocial working environment), 
as opposed to focusing on individual health, should be a strong focus of police 
organisations. This view aligns with those of workplace intervention researchers such as 
Houdmont (2013), and Noblet and La Montagne (Noblet & LaMontagne, 2006, 2008), who 
express the need for more comprehensive workplace health promotion strategies that 
address characteristics of the worker and the workplace rather than strategies that focus on 
the worker alone.  
A British study by Collins and Gibbs (2003), on sources of police stress used a cross sectional 
questionnaire to survey 1206 police officers, assessing levels of strain associated with work 
and home related potential stressors. Participants completed a General Health 
Questionnaire (GHQ) to identify which stressors were most associated with ill health. Issues 
ranking most highly included lack of consultation and communication, low control of 
workload, excess work, inadequate support and work life affecting home life. Arial, Gonik et 
al. (2010) found similar factors affecting Swiss police officer’s wellbeing. While the officers 
found factors such as poor pay and staff shortages problematic, the greater stressors were 
variables such as “ambiguity and conflicting orders, bad atmosphere at work, lack of support 
from the supervisor and the organisation and career stagnation” (Arial et al., 2010, p. 327).  
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Further, the study showed that many operational stressors are significant to police officer 
health and suggests that organisational and operational stressors are hard to distinguish in 
practice. The earlier discussion on appraisal and coping processes (see p. 27), highlighted 
the complex nature of individual responses to varying circumstances. There are strong 
indications therefore, that operational and organisational stressors could impact upon each 
other (co-manifestation), affecting police officers in ways unique to the policing role. There 
is also the potential for improvements in coping regimes in one arena to carry over to 
greater ability to manage in the other.  
The previous section (2.1.4 Key sources of stress across all sectors), identified that line 
managers could be considered a primary source of stress based on their leadership style. 
Noblet, Rodwell and Allisey (2009), suggest that workers in high-risk occupations are at even 
greater risk of stress when conditions such as inappropriate leadership styles, poor 
communication and heavy workloads are evident. Noblet et al. also note that the impact of 
large-scale public sector managerial reforms designed to improve efficiency using private 
sector management models potentially increases the individual span of responsibility 
without an associated increase in decision-making authority. The pressure of reforms on 
individual leaders combined with a possible lack of leadership development (which is 
discussed in Section 2.3.4 Leadership development in policing), could combine to create a 
stress inducing environment for frontline officers. The role of frontline leaders as a source of 
stress is identified by police culture researchers such as Crank (2004) and Prunkum (1991). 
They contend that the rank structure in policing creates a “them versus us” approach that 
affects the relationship with direct supervisors. This potentially stress-inducing relationship 
is discussed in further detail in Section 2.2.3 Police cultural context and stress. 
In summary, the sources of stress for police officers are complex with organisational and 
operational factors likely to co-manifest. Organisational reforms and organisational factors, 
in general, are heavily implicated in the stress experienced by police officers. Lack of 
consultation, poor communication and high workloads feature prominently in the research. 
Direct supervisors and other leaders play key roles in determining the impact of 
organisational and organisational cultural stressors. As the supervisors interpret the 
organisational requirements, their understanding of good communication and desireable 
leadership skills impacts on the way in which they those requirements are enacted upon and 
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perceived by their staff. This ability to influence the outcome and perceptions make the 
frontline supervisor role a key target for stress prevention interventions (Donaldson-Feilder 
et al., 2011; Kelloway & Barling, 2010). While leadership practices have been implicated in 
staff stress, they can equally be an important source of support. The following section 
examines the literature which identifies the key resources required for stress prevention. 
Differing types of support are identified, and their importance is discussed.  
2.1.6  Key Resources  
The Job Demands Resources model posits that job design, management practices and the 
work social environment have the potential to either undermine or support employee 
health (Demerouti & Bakker, 2011). Job demands and resources can be identified at three 
levels in organisations. At the task level, resources/demands include levels of autonomy, 
feedback, task significance and task variety. At the interpersonal level, they include team 
climate, supervisor and peer support and at the organisational level, job security, salary and 
wages and career prospects (Karasek & Theorell, 1992).  
A wide range of studies have examined the relationships between demands and resources 
and their impacts on stress and wellbeing. Examples include a study by Van Ruysseveldt, 
Verboon and Smulders (2011), which identified that autonomy and task variety promoted 
learning opportunities and they, in turn, mediated the relationship between these particular 
resources and emotional exhaustion. Martinussen, Richardsen and Burke, (2007) studied 
burnout in Norwegian police officers and suggested that increasing social support from both 
supervisors and peers may have a positive effect on the incidence of burnout. In another 
police-based study, Patterson (2003) found that the relationship between work events and 
distress was buffered by seeking social support. A review of more than 70 studies focusing 
on perceived organisational support identified fair organisational procedures, supervisor 
support and favourable rewards and job conditions contributed directly to increased 
affective commitment to the organisation, improvements in performance and a reduction in 
withdrawal behaviour (Rhoades & Eisenberger, 2002).  
The notion of support as a resource that has the potential to contribute to worker wellbeing 
is clearly recognised in the workplace stress literature (e.g., Demerouti & Bakker, 2011; 
Donaldson-Feilder et al., 2011; House, 1981; Nielsen & Randall, 2009). The buffering effect 
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of perceptions of the availability of social support on strain is identified by Cohen and Wills 
(1985). House (1981), provides a typology which identifies four potential forms of social 
support. Emotional support involves showing empathy, caring, love and trust and is 
identified in reports as the most important of the four forms of support (House, 1981). 
Instrumental support is practical assistance in helping others do their work for example with 
money, labour or time. Informational support comes in the form of advice, suggestions, 
directives or information and can, depending on circumstance, overlap with emotional and 
instrumental support. Appraisal support is also about the transmission of information in the 
form of affirmation and feedback. Appraisal support provides individuals with opportunities 
for social comparison.  
This broad recognition of the importance of social support in the workplace highlights the 
potential for supervisors to be either a source of support or of harm. Supervisor support has 
been found to have a significant buffering effect on the relationship between health 
outcomes and a range of perceived stressors including job satisfaction, work self-esteem 
and role conflict (House, 1981). Supervisor support is found to moderate the relationship 
between task characteristics and mental strain (Karasek, Triantis, & Chaudhry, 1982). A 
systematic review of nearly 30 years of published empirical research examined papers 
covering the impact of leader stress, leaders’ behaviours, and specific leadership styles on 
employee stress and affective wellbeing (Skakon, Nielsen, Borg, & Guzman, 2010). The 
review found some support for the link between supervisor and employee stress and 
wellbeing. Leadership styles, behaviour and relationships were all associated with employee 
stress and affective wellbeing. The importance of supervisor support is widely identified in 
other fields of study beyond that of stress and wellbeing. For example, in the leadership 
literature  (Csikszentmihalyi, 2003; Kouzes & Posner, 2008; Senge, 1995); in the coaching 
literature, (Gyllensten & Palmer, 2005; Robertson, 2004) and in the transfer of learning 
literature (Broad, 2005; Holton, Bates, & Ruona, 2000; Leberman, McDonald, & Doyle, 
2006). These areas of study and their relationship to wellbeing research are examined later 
in this review (see Section 2.4 Coaching p. 68 and Section 2.6 Transfer of Learning p. 81). 
While social support, particularly from leaders is important, other resources such as 
autonomy, receiving appropriate feedback, role clarity and co-worker support play key roles 
in promoting employee wellbeing (Van Ruysseveldt et al., 2011). Leaders have a significant 
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impact on these resources, especially autonomy, for example through the way that they 
choose to allocate work tasks.  Autonomy has been found to promote learning 
opportunities and favourable job conditions have been identified as influencing job 
satisfaction and positive mood (Rhoades & Eisenberger, 2002). The value of feedback and 
co-worker support have been recognised as important resources in several studies (Boyas, 
Wind, & Kang; Carpenter et al.; Liu, Siu, & Shi, 2010). 
Having examined the general job stress literature and the police specific literature, this 
review has established that there are far-reaching human and economic costs associated 
with workplace stress. There are also strong indications that when key resources are 
present in the workplace, they can buffer the negative effects of stress. However, the scope 
of the problem in a policing context is significant and studies indicate that supervisory 
leadership behaviours play a critical role in the psychosocial wellbeing of their staff. The 
following section examines the job stress prevention research literature, where efforts are 
made to improve outcomes for individuals and organisations by developing interventions 
that address the sources and the symptoms of job stress. 
2.1.7 Job Stress Prevention Research 
The purpose of this section is to briefly examine the literature on interventions designed to 
prevent and reduce the human and organisational costs of job stress. Job stress prevention 
and reduction strategies vary greatly in structure, techniques, participants and targeted 
outcomes (Murphy, 1988). This section begins by examining the notion of intervention, a 
classification system is explained, as are the goals, definitions and terminology of 
intervention based research. The effectiveness of different levels of interventions are briefly 
examined, then the challenges faced when implementing interventions are discussed – 
including the role of participants and evaluation of the programmes. This is followed by an 
explanation of the frameworks for implementing organisational interventions. The final part 
of this section focuses more closely on intervention evaluation, discussing the growing 
concern regarding evaluation methodologies and examining recent trends which seek to 
provide more meaningful evidence of how and why interventions succeed or fail.  
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2.1.7.1 Aims, Definitions and Classifications  
The Oxford English Dictionary (2015) gives three definitions of what it means to intervene; 
1) to come between disputing people, groups, etc.; intercede; mediate; 2) to occur or be 
between two things; 3) to occur or happen between other events or periods. The key word 
in each definition appears to be ‘between’. Interventions are events or actions that come 
between a current state and future state to create change. To intervene is to interrupt the 
current practice or behaviour and create an opportunity for new practices or behaviours to 
occur. Indeed, the term intervention is commonly used to describe the events that occur 
when an individual suffering from alcohol or drug addiction or religious cult influences is 
deemed incapable of making changes alone and an ‘intervention’ is required. It could be 
argued that the use of the term intervention carries a strong suggestion of outside forces 
making changes, with a limited individual capacity to control events or outcomes. This is not 
referring to individuals intervening on themselves. Researchers such as Noblet and 
LaMontagne, (2008), Biron, Gatrell and Cooper, (2010), and Niellsen, (2013), make strong 
arguments for greater individual involvement in intervention decision-making at all levels. 
Their views suggest a paradigmatic shift in how job stress prevention is viewed, changing 
from a “done to” to a “done with” approach. 
A useful and widely cited system for classifying job stress interventions is the tripartite 
framework developed by Hurrell & Murphy (1996). This framework distinguishes between 
primary, secondary and tertiary interventions. Interventions are categorised regarding 
where they intervene in the stress process (Hurrell & Murphy, 1996). Primary interventions 
are focused on reducing or eliminating the source of job stressors within the workplace by 
changing aspects of the job or the social and organisational context in which the job takes 
place. Examples include using ergonomic principles to redesign the physical workplace; 
development of clear job descriptions to reduce role ambiguity; employee management 
joint committees to increase participative decision making and introduction of flexible work 
practices (Hurrell & Murphy, 1996; LaMontagne, Keegel, Louie, Ostry, & Landsbergis, 2007; 
Randall, Nielsen, & Tvedt, 2009). Interventions may also focus on the social and or 
organisational context in which the job occurs (Biggs, Noblet, & Allisey, 2014). Secondary 
and tertiary interventions are much more focused on the individual employee (i.e., the 
worker, not the workplace). Secondary interventions are designed to assist the person to 
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modify or control how they appraise stressful situations. Common secondary interventions 
are individual focused stress management programmes, usually involving a technique or 
method for the individual to practice and apply (e.g., mindfulness training, yoga, exercise 
programmes). Tertiary interventions respond to individuals already experiencing strain and 
are rehabilitation/treatment focused (Biggs et al., 2014). Typically, primary interventions are 
far less common than tertiary and to a lesser extent, secondary interventions (Murphy & 
Sauter, 2003; Noblet & Lamontagne, 2008). 
Although the terms primary, secondary and tertiary interventions are often used to describe 
and classify interventions, other terms are also used. ‘Organisational interventions’, for 
example, correspond with primary –level stress prevention/reduction initiatives and have 
been defined as “planned, behavioural, theory based actions that aim to improve employee 
health and wellbeing through changing the way the work is designed, organised and 
managed” (Nielsen, Randall, Holten, & Gonzales, 2010b, p. 234). Likewise, the term ‘stress 
management’ is used by Murphy and Sauter (2003), to refer to programmes focusing on the 
individual management of stress. A slightly different nomenclature refers to organisational 
interventions as stress prevention (primary), individual interventions as stress management 
(secondary) and tertiary interventions as stress treatment (Biggs et al., 2014). Finally, the 
term ‘comprehensive stress prevention/reduction initiatives’ is used to describe 
interventions that focus on both the sources and the symptoms of occupational stress (Giga 
et al., 2003). 
Despite the differences in terminology, most job stress researchers agree that the goal of 
workplace stress interventions should be to prevent or eliminate stressors, lessen the 
exposure to stressful conditions or improve the individual’s ability to cope with the stressors 
(Biggs et al., 2014; Giga et al., 2003; Murphy & Sauter, 2003). Along similar lines, Murphy 
and Sauter (2003, p. 152), suggest a broad definition of stress interventions as, “efforts to 
eliminate or reduce the sources of stress at work as well as efforts to help workers cope 
with stress or at least reduce the effects of stress on workers health and safety.”  
The next section examines the effectiveness of the different types and levels of 
intervention. The findings from this part of the review will play an important role in 
informing the study design decisions made in the current study. 
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2.1.7.1 Effectiveness of Different Types of interventions 
As stated in the previous section, a large proportion of job stress intervention studies have 
focused on the individual rather than the organisation. That is, they are either secondary or 
tertiary interventions focusing on stress management and stress treatment rather than 
stress prevention (Giga et al., 2003; Harden, Peersman, Oliver, Mauthner, & Oakley, 1999). 
Yet despite the popularity of stress management interventions the results of such studies 
have been mixed. A review by Giga et al., (2003) of 16 UK-based studies, mostly targeting 
individual employees, found it difficult to make conclusions about the effectiveness of each 
intervention level. Despite this difficulty, they were still able to identify benefits at the 
individual level, of a reduction in anxiety and depression and at the organisational level, of 
some improvement in productivity and reduced absenteeism. It is of note that individually 
focused programmes were found to be less likely to have a long-term benefit. Similarly, 
policy level interventions have not had the positive impact anticipated (Leka, Jain, 
Zweetsloot, & Cox, 2010). This result is considered to be influenced by the significant 
variation that occurs in translating policy into practice (Cox et al., 2007). 
In recent years, there has been growing interest in organisational-level interventions 
coupled with the belief that if implemented correctly, they have the best chance of making 
long-term improvements to the psychosocial environment (Nielsen et al., 2010b). Examples 
include Nielsen’s teamwork study of the implementation of self-managing teams (Nielsen & 
Randall, 2009) which showed a positive impact on working conditions and job satisfaction 
and research by Donaldson-Feilder et al. (2011) identifying the role of positive managerial 
behaviour on the psychosocial environment.  
An overview of three decades of published empirical research on the impact of leadership 
styles on employee affective wellbeing, (Skakon et al., 2010), identified that leaders’ 
behaviours and their relationships with employees were related to employee stress and 
affective wellbeing. Factors impacting on employee affective wellbeing included role 
ambiguity and clarity (Dobreva-Martinova, 2002; Nielsen, Randall, & Christensen, 2010), 
social support (Dobreva-Martinova, 2002; Gilbreath* & Benson, 2004; Laschinger, Wong, 
McMahon, & Kaufmann, 1999) and job control and empowerment (Laschinger et al., 1999; 
Offermann & Hellmann, 1996). Skakon et al. (2010) suggested that future studies may lead 
to effective interventions if they include qualitative methods to understand these 
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relationships and the processes linking leaders with employee stress. This suggestion 
indicates that a coaching approach in the current study may contribute to greater 
understanding of these relationships as coaching occurs over time and is strongly 
relationship-based (Kim & Kuo, 2015). Skakon et al.’s research is supported by that of 
Kelloway and Barling (2010) who reviewed studies linking leadership to individual wellbeing 
and safety. Kelloway and Barling suggest that leadership development should be a main 
target for stress intervention research. 
The intervention literature highlights the need for stress prevention studies to focus more 
attention on the work-based sources of job stress, in particular, social support and job 
control, and that leadership development offers a valuable but largely underutilised means 
for achieving these changes. 
The Role of Planning, Implementation and Evaluation Factors in Shaping 
Effectiveness 
Based on intervention studies undertaken in the 1990’s, Murphy (1999), identified three 
elements considered necessary for intervention success. They were worker involvement; 
management support and a supportive culture. These three elements provide a basis for a 
participatory approach to designing and implementing job stress interventions. Actions such 
as the establishment of steering groups or working groups are considered by many to be 
fundamental to success (Nielsen et al., 2010b; Noblet & Lamontagne, 2008). The importance 
of intervention participants being active in decision-making is identified throughout the 
literature (Biron et al., 2010; Cox et al., 2007; Donaldson-Feilder et al., 2011; Harachi, 
Abbott, & Catalano, 1999; LaMontagne et al., 2007; Murphy, 1988; Nielsen, Randall, & 
Albertsen, 2007; Nielsen et al., 2010; Noblet & Lamontagne, 2008; Nytro, Saksvik, 
Milkkelsen, Bohle, & Quinlan, 2000; Semmer, 2006). A study using a participatory approach 
by Mattila, Elo, Kuosma and Kyla-Setala, (2006) found that poor communication about the 
intervention programme led to a low commitment to participation and poor intervention 
outcomes. This response suggests that designing for a participatory approach, while 
important, is insufficient to ensure success. Consideration must be given to how information 
and knowledge is shared, so that those for whom the intervention is being implemented are 
actively and genuinely “doing with”, rather than being “done to”. 
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Noblet and La Montagne (2008), emphasise the importance of intervention planning 
including gaining managerial support, gathering sound evidence, needs assessment, 
developing inclusive planning processes and systems, and two-way communication. They 
also identify a need to ensure intervention commitment, both at the organisational and 
individual levels. This broad perspective on intervention planning recognises that strategies 
for protecting and promoting the health of employees compete with other business 
requirements and change initiatives, so health promotion initiatives need to be able to 
withstand the pressures and scrutiny that all change programmes experience (Noblet & 
Lamontagne, 2008). Murphy and Sauter (2003), suggest linking stress interventions to 
organisational outcomes. Such an approach identifies that workplace health or ill-health is 
not a stand-alone issue. Linking to organisational outcomes such as productivity, 
absenteeism or job satisfaction may be especially important in the early stages when 
gaining commitment. Linking interventions to organisational strategy is particularly 
pertinent to the current intervention because frontline leaders are arguably the enablers of 
the implementation of organisational strategy. Poor strategic alignment of interventions 
may be contributing to the lack of sufficient evidence of sustainable impact on workplace 
wellbeing. In addition to linking interventions to the organisational business drivers, there is 
a need to better understand the intervention process. 
Many studies identify the antecedents of stress, but there is limited evidence of what 
happens during the intervention to influence outcomes and why events unfold as they do 
(Biron, Karanika-Murray, & Cooper, 2013; Nielsen & Abildgaard, 2013; Noblet & 
Lamontagne, 2008). There is limited confidence that what worked in one instance can be 
translated effectively into another situation (Nielsen & Abildgaard, 2013). Examining this 
issue, Nielsen et al. (2010) asked three fundamental questions; 1) What process factors 
affect the outcome of interventions? 2) Do interventions target the correct factors? and 3) 
Does the current paradigmatic view of interventions help us understand intervention 
outcomes? In relation to the first point, the literature provides evidence of what occurs in 
interventions – the content and the outcomes – but what is not well understood is how and 
why events unfold as they do (Biron et al., 2010; Cox et al., 2007; Murphy & Sauter, 2003; 
Nielsen et al., 2010; Randall, Griffiths, & Cox, 2005). Hurrell and Murphy (1996) assert that 
too much attention is paid to the content (the what and the why), to the exclusion of the 
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process. The why Hurrell and Murphy refer to is the rationale for implementing the 
intervention, but the why of process and context is about understanding the events as they 
unfold (i.e., why did specific events happen, not why did we plan things a certain way). The 
how is the mechanism of an intervention and the why explores the drivers of change 
(Nielsen et al., 2010). The intervention in the current study is designed to explore both the 
mechanisms and the drivers for change. Section 2.2 p. 48, examines in more detail the role 
of process and context in stress prevention research. Recognition of the importance of 
understanding process and context draws attention to the role of intervention frameworks 
in intervention success. The following section, therefore, discusses the role of intervention 
frameworks in supporting effective intervention implementation.  
Intervention Frameworks that Capture Critical Success Factors 
Intervention frameworks are a set of suggested actions to apply when planning, 
implementing and evaluating interventions. Noblet and LaMontagne (2008) describe a 
framework with seven interdependent steps. They are (1) gaining management support; (2) 
establishing a coordinating group (or identifying an existing group); (3) conducting a needs 
assessment and issue analyses; (4) identifying priority issues and setting intervention goals; 
(5) designing intervention and action plan; (6) implementing interventions; (7) evaluating 
processes and effectiveness. Noblet and LaMontagne describe a cyclic process where 
subsequent interventions are informed by previous ones. Past experiences are combined 
with new knowledge to produce ever improving outcomes for both the individual and the 
organisation. Nielsen et al. (2010b), suggest a similar model as a result of having examined 
organisational health and wellbeing interventions. Their framework is cyclic with participant 
involvement at all levels, beginning with preparation, then screening, action planning, 
implementation and evaluation. Both frameworks stress the need to understand the 
organisational drivers for change, good communication at all levels and evaluation of both 
the processes used to plan, implement and evaluate the intervention as well as the 
outcomes associated with the intervention.  
The intervention planning frameworks above are similar to instructional design models from 
the training and development literature, such as ADDIE (analyse, design, develop, 
implement and evaluate) and their cyclic nature has similarities to action research (AR). AR 
involves an action plan that begins with the researchers reviewing current practice, 
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identifying an area for potential improvement, imagining different ways of dealing with the 
issue, trying out new ways of behaving, reflecting on what happens then modifying, 
monitoring, evaluating and readjusting again (McNiff, 2010; Whitehead, 2005). These design 
principles are universal across multiple types of interventions but do not necessarily lead to 
universally similar outcomes in intervention effectiveness. However, a key to improving 
understanding of the effectiveness of frameworks is the capacity to evaluate the events and 
the outcomes. The following section, therefore, examines in further detail, the literature on 
the evaluation of workplace stress prevention strategies. How strategies are evaluated is an 
important part of the research process because by determining the extent to which 
interventions have succeeded (or failed), evaluation sets the direction for future stress 
prevention investment and research.  
Intervention Evaluation 
In an article discussing the challenges of producing evidence-based policy, Pawson (2002, p. 
340) suggests a realist approach to evaluation. “A realist approach is not an evaluation 
technique as such, but a framework for the whole enterprise.” Realism involves a 
“generative” approach to causation. It recognises that whether opportunities in an 
intervention are taken up is contingent upon the individuals involved and the circumstances 
surrounding the initiative. In a realist synthesis, data is collected on the basis of “what works 
for whom in what circumstances” (p. 342).  Such an approach leads to a non-traditional view 
of generalisability where a tailored transferable theory means that a programme works in 
specific ways for specific people in specific situations. The logic of the realist synthesis is the 
recognition that it is not interventions that work (or not), but rather the resources the 
interventions offer that enable the participants to make them work (Biron et al., 2013; 
Nielsen, Fredslund, Christensen, & Albertsen, 2006). Identifying the logic behind the 
intervention effectiveness is difficult, if not impossible, when information regarding the 
context and process are either absent or under-reported. Poor understanding of what has 
influenced the outcome makes it impossible to determine the cause of the supposed 
success or failure of interventions. What is sometimes deemed to be theory failure, may, in 
fact, be a failure in some small but highly significant process-related event or action (Biron 
et al., 2010; Biron et al., 2013; Nielsen & Randall, 2012). The tendency to only publish 
studies which are deemed “successful” has begun to shift. Biron Gatrell and Cooper’s (2010) 
study, with its title “Autopsy of a Failure” is a statement in recognition of the importance of 
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peering into the black box of job stress and employee wellbeing research to better 
understand the processes and context that lead to the results.  
The principle of realist synthesis in the evaluation of organizational health interventions is 
supported by a range of writers and researchers in the field (e.g.,Biggs et al., 2014; Biron et 
al., 2010; Biron et al., 2013; Cox et al., 2007; Giga et al., 2003; LaMontagne et al., 2007; 
Murta, Sanderson, & Oldenburg, 2007; Semmer, 2006). The unique lens of realist evaluation 
is demonstrated in the interpretation of a critical review of evaluation studies by Heaney 
and Goetzel (1997). Multi-component worksite health promotion programmes were 
examined for changes in health behaviours and reduction in absenteeism rates. Randomised 
controlled trials and non-random comparison groups produced a lower probability of 
positive effects compared to studies which had no comparison groups. A traditional 
interpretation of this result is that less restrictive designs are positively biased, but a realist 
evaluative approach would suggest that positivist “scientific” methods ignore the 
mechanisms and contextual factors that influence intervention outcomes (Biron et al., 
2013). A further example of the risk of presuming that rigour only exists in certain 
evaluation methods is in a police context study by Bennett (1991). In traditional terms, this 
is an exemplary quasi-experimental study, with two identical intervention groups and two 
control groups. The study focused on fear of crime and crime reduction and the results 
showed marked differences between the two intervention groups and similarities between 
intervention and control groups. So, despite the rigour of the study, the reasons for the 
results remained unexplained because there was no data that could support any 
explanation.  
Five principles for intervention evaluation have been suggested by Cox et al. (2007). These 
are based on a broad, eclectic view of interventions and are designed to reflect the reality of 
organisational life. The first and most important principle is that intervention designs need 
to be fit for purpose and that data be acceptable in the context of that purpose. While this 
may appear to be stating the obvious, this principle demands that researchers predicate all 
decision-making on ensuring the purpose of the research is not lost in the design process 
and that each context is understood at a deep level. Secondly, they call for innovation in the 
development of research designs that are fit for purpose. This second principle dovetails 
with the first by giving permission to be innovative. Researchers require both confidence 
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and creativity to meet the requirements of this principle. The combination of these 
principles ask researchers to keep ‘fit for purpose’ at the forefront of decision-making and 
actively seek out new ways of dealing with both old and emerging problems.  
The third intervention principle noted by Cox and colleagues is the need to pay attention to 
the process as well as the outcomes. This principle is fundamental to the current study as it 
explores enablers and barriers to transfer of learning and is evidenced in the work of Biron 
et al. (2010) Goldenhar, La Montagne Heaney and Landsberg (2001), Johns (2006), Nielsen 
and Randall (2009), and Pawson (2002). The fourth principle is a “willingness to use 
qualitative as well as quantitative data and to explore the possibility of developing new 
explanatory models as well as testing out existing ones” (Cox et al., 2007, p. 358). This 
principle infers that a major barrier to understanding intervention effectiveness is a lack of 
mixed-method research. The authors suggest that the application of the first principle (that 
design should be fit for purpose and that data be acceptable in the context of that purpose), 
should drive the decision-making in how the data should be collected. A willingness to use 
whatever method meets the need transcends the demand for strictly traditional 
experimental designs to intervention research. The fifth and final principle is a call for 
intervention evaluation to be inter-disciplinary, including a willingness to use a wide range 
of methods and measurements sourced from a variety of disciplines.  
In summary, the intervention literature suggests a recognition of the need to design 
interventions that reflect an understanding of how organisations work and to incorporate 
organisational outcomes. The importance of a clear planning process is highlighted with 
attention to quality communication. A realist approach, unrestricted by strictly experimental 
design is suggested to ensure the realities of the workplace are reflected. The realities of the 
workplace may be well reflected in a cyclical approach to programme planning, 
implementation and evaluation. The importance of understanding the contextual and 
process factors that contribute to “success” or “failure" is noted. The following section 
therefore examines the role of context and process in influencing intervention outcomes. 
2.2  Context and Process of the Intervention 
Human development expert Urie Bronfenbrenner identified the crucial importance of 
studying the environments in which people behave. Bronfenbrenner (1979) adopts an 
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ecological approach when seeking to understand human behaviour and suggests, “human 
abilities and their realisation depend in significant degree on the larger social and 
institutional context of individual activity” (p. xv). The ecological environment is 
conceptualised in the same way as a set of stacking Russian dolls with the individual encased 
in the centre. This socio-ecological approach to human development includes the notion of 
reciprocity whereby, as the environment exerts its influence, the individual responds. An 
ecological approach emphasises and legitimises the experience of the individual within their 
immediate environment. Bronfenbrenner (1979, p. 22), states “Very few of the external 
influences significantly affecting human behaviour and development can be described solely 
in terms of objective physical conditions and events; the aspects of the environment that 
are most powerful in shaping the course of psychological growth are overwhelmingly those 
that have meaning to the person in a given situation.” If, as Bronfenner (1979, p. x) suggests, 
the “main effects are in the interaction,” then the intent of the current study is to examine 
these interactions using research practices that are both robust and methodical. Therefore, 
this section on context and process firstly examines how each of these concepts is defined 
and considers their potential influence on outcomes. The final part of this section consists of 
a review of a particularly prominent feature of the context in which the current study was 
undertaken – the culture of policing services – and examines the relationship between the 
characteristics of police culture and officer stress. 
2.2.1  Definitions of Process and Context 
The current study uses a broad definition of process as described by Cox et al. (2007, p. 
353). Process refers to “the flow of activities: essentially who did what, when, why and to 
what effect.” The term process has been used to refer directly to the implementation phase 
of interventions (Biron et al., 2010). But as identified earlier in this review (p. 45), what 
occurs during the planning and design phases has a significant impact on programme 
outcomes. Therefore, in the current study, process includes the entire intervention, from 
inception to final evaluation. Recording the “who, what when and why” of the entire 
process and context provides a different kind of rigour than is evident in research with a 
more positivist outcomes-oriented approach.  
Contextual factors have been identified as influencing the development and implementation 
of interventions (Nielsen & Abildgaard, 2013). The term context is used broadly to refer to 
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the context of the intervention (the events of the intervention and the immediate 
environment), the context of the organisation (e.g., the strategy and culture) and the macro 
contexts in which the organisation exists, accounting for the physical, social, economic and 
political environments. Organisational context has been defined as “situational 
opportunities and constraints that affect the occurrence and meaning of organisational 
behaviour as well as functional relationships between variables” (Johns, 2006, p. 386). As 
such, context can be the main effect, or it can interact with individual variables to influence 
organisational behaviour, (the way people interact within groups in the workplace).  
2.2.2  Context and Process Influence on Outcomes 
Understanding context and process provides valuable opportunities for identifying barriers 
and enablers which then provides the opportunity for a critical analysis of the outcomes 
against the objectives. Examining the process not only helps identify which factors influence 
outcomes, it can also identify whether interventions are targeting the correct factors and 
challenge guiding paradigms and associated design assumptions (Nielsen, Taris, & Cox, 
2010c). Closer examination of process will eventually provide clarity about which factors 
have influenced outcomes and the circumstances in which this influence has occurred. 
As was discussed in the introduction to this section (see p.48), this study takes an ecological 
approach to understanding the barriers and enablers of workplace stress interventions. 
Socio-ecological models increase understanding of the complex relationship between 
individuals and their environment (Bronfenbrenner, 1979). Systems thinking, which 
acknowledges and explores how individual parts influence one another within a whole, is 
central to a socio-ecological approach. Bronfenbrenner suggests that the influences 
between the individual and the environment are bi-directional. This view aligns with Chan’s 
position on police officers’ roles in shaping police culture, which is discussed in the following 
section. This recognition of the complex relationships between the individual and their 
social, institutional and cultural contexts, makes a socio-ecological approach highly 
appropriate for this study. Further, the approach has been extensively utilised in health 
education literature (Ministry of Education, 2006), health promotion (Gruenewald, Remer, 
& LaScala, 2014) and public health literature, (Sambunjak, 2015). 
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The consideration of context provides a macro view that can help to explain both the 
environment and the interactions occurring within it. In the case of the current study, it is 
proposed that a range of contextual and process factors have the potential to create 
barriers and enablers to the transfer of learning into the day-to-day workplace practices of 
the sergeants taking part in the leadership and coaching programme (see Figure 2, 
Contextual Map of the Transfer Environment p. 19). In the outer-most layer, the socio-
political environment may influence intervention outcomes in several ways. The impact of a 
volatile political environment may mean rapid changes in output demands in the workplace. 
Likewise, a tightening fiscal environment can put pressure on staff numbers and therefore 
increase workload and reduce autonomy as fewer people are available to produce the same 
or more work in a more pressured environment. As resources become more scarce there is 
an emphasis on “doing more with less”. Social change in the form of expectations of both 
men and women to work inside and outside the home can impact on outcomes as people 
struggle to meet both work and family demands. Additionally, each of these factors can 
impact upon the others. 
Inside the broader socio-economic layer is the organisational layer, which captures all the 
organisational context and process factors, including the organisational culture. Internal to 
the organisational environment is the specific station environment which, while influenced 
by the broader environment has its own culture, climate and other influences, (e.g., the way 
that rosters are implemented can potentially affect the outcomes of the intervention). 
Similarly, the mechanisms or process factors involved in the implementation stage of the 
intervention become influential factors for the transfer of learning. Finally, there is the 
individual participant/learner who has their own unique life and work history that will 
influence how they approach the learning opportunity. Clearly, there is a myriad of inter-
related events and actions which will interact in unique ways in each unique situation. 
A different view of the same contextual factors is provided by Hall and Kidman (2004). While 
still considering the wider context, Hall and Kidman’s Contextual Map of Training and 
Development (Figure 3, p. 52), draws attention to the learning context within the wider 
environment. The map identifies key relationships between the learner, the facilitator and 
the programme content. The map highlights the processes of building rapport and the use 
of expertise as integral to the learning and development of the participants. This contextual 
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map makes sense of the features that are important in the current study, identifying the 
relationships between them and their roles in the intervention outcomes. These two maps 
(Figures 2 and 3), combine to provide a view of the context in which the intervention occurs 
and the data is collected in the current study.  
The salience of different processes within the context is dependent upon the type of 
intervention being implemented. The current study with its focus on leadership 
development and coaching skills occurs in a command and control environment and within 
a unique organisational culture (command and control is defined in Section 2.5.3 p. 79). At 
the station level, the nature of the workload demands and strongly embedded cultural 
practices around such issues as acceptable responses to stress, combine to make a unique 
environment requiring tailored evaluation considerations. The following section, therefore, 
examines the literature on police culture and particularly the role of culture in creating or 
alleviating stress.  
Figure 3. Contextual Map of Training and Development (Hall and Kidman 2004) 
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2.2.3  Police Cultural Context and Stress 
The question of whether organisational culture contributes to police stress is an important 
one. Culture is commonly described as ‘the way we do things around here.’ Several studies 
cite organisational culture as being implicated in police worker stress (Crank, 2004; Nalla, 
Rydberg, & Mesko, 2011; Wessely, 2011). Crank, (2004, p. 15) suggests what he refers to as 
a working definition of culture. “Culture is collective sense-making. Sense making has 
ideational, behavioural, material, social structural and emergent elements.” Ideational 
refers to the knowledge, including beliefs and the recipe for doing things; behavioural 
includes signs and rituals; material includes symbols, tools and media; social structure 
includes both social and organisational structures and finally emergent elements are the 
products of social action and encounters which can contribute to further construction of the 
first four elements. 
To understand how culture can affect the psychosocial environment it is helpful to 
understand how culture develops. Chan (2003) examined police culture in Australia and 
suggested a useful approach to understanding the development of culture is through the 
lens of the social theory of Pierre Bourdieu. Bourdieu (1996) uses the terms field and 
habitus and the notion of capital to explain how cultural practices develop. 
“A field is a social space of conflict and competition whereon participants struggle to 
establish control over specific power and authority, and in the course of the struggle to 
modify the actual structure of the field” (Chan, 2003 p. 24). The notion of capital includes 
economic, cultural, informational and social capital. Habitus is described as a system of 
dispositions which include physical, emotional, cognitive and value dispositions. These 
dispositions are a combination of what the individual brings from prior experience (family, 
social and educational) and through organisational socialisation. There is an obvious link 
between the notion of habitus and the notion of coping. Lazarus and Folkman (1984, p. 141) 
define coping as “constantly changing cognitive and behavioural efforts to manage specific 
external and or internal demands that are appraised as taxing or exceeding the resources of 
the person.” Hence the dispositions described by Bourdieu are the mechanism through 
which the individual builds (or not), the coping strategies they use to manage the social 
space of conflict and competition. If one accepts Bourdieu’s suggestions of conflict, 
competition, struggle, power and authority as key ingredients of culture then it seems 
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acceptable to consider that culture could indeed be a cause of worker stress and an 
important contextual consideration for the current study.  
Chan (2003), posits that police culture has long been identified as having developed as a 
mechanism to cope with the dangers and unpredictability of police work. She maintains that 
the links between structure, knowledge and practice should not be considered in a simple 
linear manner. Rather she contends that “police officers participate actively in the 
construction and reproduction of cultural knowledge and institutional practice” (Chan, 
2003, p. 28). Police officers are not seen as passive carriers of culture, but as active players 
or actors who can develop, reinforce, resist or transform cultural knowledge.  
Studies into police stress by Berte, described in an interview, (cited in Prunkun, 1991), drew 
conclusions that police officers are, by necessity, drawn into a protective sub-culture where 
a “them versus us,” group mentality prevails. Berte contends that officers join the police 
with strong values around protecting people’s rights, protecting individual freedoms and 
ensuring people are healthy and happy, but their role frequently requires them to deprive 
people of those rights. Police work, therefore, requires them to “psychologically violate 
these values in the performance of their duty. It is natural for them to rationalise that those 
on the receiving end deserve what they get” (Prunkun, 1991, p. 12). Berte calls this 
collective sense making the “blue mystique”, and considers it to be the root cause of stress 
in policing. His research identifies a list of 18 stress themes for police officers with the first 
and second items being, “1) Anger and a sense of betrayal with management practices and 
administrative policies that cause unnecessary distress, and 2) Officers care about people. 
They begin their careers because they want to help their communities, but they later 
discover that the job is not always what they expected” (cited in Prunkun, 1991, p. 13). Bert 
concludes that the stress felt by police officers is a result of their inability to rationalise the 
complex nature of their role. He suggests that the answer lies in education and training, 
whereby officers learn to help each other to “decompress”, not just after major incidents, 
but around daily work issues as well as family and personal relationships. This view 
presumes that the way to reduce officer stress is through personal stress management 
programmes. The current study, however, posits that a more comprehensive approach via 
leadership development and coaching programmes has the potential to be even more 
effective because of the strong link between leadership and culture described by Chorn and 
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Hunter (2004). If sergeants model behaviours that are likely to reduce stress (e.g., improved 
communication and feedback; more collaborative problem-solving techniques), then it is 
more likely for those behaviours to become part of the cultural norms. 
Crank (2004) provides a more colourful and negative view of how and why police culture 
impacts upon officer stress. Borrowing from the well-known military term “chickenshit”, he 
uses the term “bullshit” to describe the stress inducing relationship between managers and 
line officers in policing. Crank contends that while difficult supervisors and dislike for the 
management are features of all bureaucracies, it is the rank structure in policing that feeds 
the proliferation of “bullshit”. Indeed, in New Zealand, Police National Headquarters is 
colloquially known as “bullshit castle”, an image which points to unrealistic decision-makers 
who have isolated themselves from front-line reality. The isolation of decision makers from 
the highly mobile, unpredictable and discretionary nature of frontline policing makes it 
difficult to directly control behaviour. Crank contends that this lack of direct control is 
compensated by excessive control over internal processes. He states “Bullshit emerges as 
the inevitable by-product of efforts to control system processes in the absence of verifiable 
or meaningful measures of organisational outcomes” (Crank, 2004, p. 316). Rigid adherence 
to rules and policies along with extreme attention to paperwork and control over promotion 
and rewards, are examples of such controls. Crank’s “bullshit” occurs in Bourdieu’s field – 
the social space of conflict and competition and struggle for power and authority.  
Police culture is unique and has the potential to create stress or support wellbeing. Police 
officers actively participate in shaping culture through a combination of individual 
dispositions and organisational socialisation (Chan, 2003; Crank, 2004). The link between 
organisational culture and leadership is strong. Leadership development programmes have 
the capacity to modify the structure of the field by providing participants with the 
opportunity to own behavioural change which can then shape positive cultural change. 
Sergeants have the positional power to control “the way we do things around here,” 
therefore leadership development programmes give them the opportunity to create 
environments that reduce stress and promote wellbeing. The link between culture and 
leadership should be examined as an important variable that may either enable or be a 
barrier to the transfer of learning of supportive leadership behaviours. A cyclical approach 
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to programme planning, implementation and evaluation would provide the insights into the 
impact of the contextual and process factors and the opportunity to respond to them. 
If context is indeed as critical as this review suggests, then it is important to have examined 
beyond the stress intervention literature to other areas that form the contextual base for 
the current study. The second half of this review, (sections 2.3, 2.4, 2.5 and 2.6), focuses on 
aspects of the leadership and learning environments that can impact on study outcomes 
and which informed the design and development of this study. The leadership literature is 
examined in section 2.3. This is followed by a review of coaching literature in section 2.4. 
Section 2.5 examines the learning process and the learning transfer literature. This material 
also includes a systems approach to examining learning transfer which can be used for data 
analysis. These sections provide further insight into the importance of context and process 
and for the intervention design and development decisions made over the period of the 
intervention process.  
2.3  Leadership Development 
The purpose of this section is to discuss the potential for leadership development 
programmes to impact positively on employee wellbeing. The section briefly examines the 
organisational leadership literature as it relates to leadership development programmes and 
specifically those which have improvements in psychosocial wellbeing as their goal. The 
section is divided into three parts. The first provides a background to leadership 
development including leadership definitions and a brief review of mainstream theories. 
This high-level coverage then leads to the key literature of relevance to the current study. 
The second part examines the literature that links, or challenges the links, between 
leadership development and wellbeing and the final part identifies where the constructs of 
leadership and wellbeing have been researched in a policing context.  
2.3.1  Definitions and Theoretical Constructs 
Leadership theories abound in the literature, however, an all-encompassing definition of the 
term leadership is elusive (Bass, 1985; Collins, 2006; Higgs, 2002; Pedler, Burgoyne, & 
Boydell, 2010). This elusiveness is well described by Levinson (1996, p. 69). “Leadership is 
like beauty: it’s hard to define, but you know it when you see it”. A useful distinction 
between leadership as a defined organisational position or role and leadership as a shared 
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influence process is suggested by Yukl (2010). This distinction recognises that the potential 
to influence others is possible from any position in an organisation. For the purpose of 
organisational research, leadership can be conceptualised as a process of social influence 
enacted by those who are in designated leadership roles within organisations (Skakon et al., 
2010; Yukl, 2010). This distinction does not imply that it is impossible to lead without a 
designated leadership role, rather it suggests that formal roles with the accompanying 
positional power provide potentially the most influential space from which to alter 
outcomes for employees. This ability to influence employee outcomes via leadership roles 
has been identified in previous sections of this review (see 2.1.4, 2.1.5 and 2.2.3), 
particularly in relation to employee wellbeing.  
Three theoretical approaches to leadership have been chosen for discussion below. The 
three approaches, transformational and transactional leadership; leadership as a change 
process and authentic leadership, broadly represent dominant leadership thinking over the 
last twenty years. Transformational and transactional leadership are important because 
they contrast the two styles often observed in a policing environment. Leadership as change 
is important because the current study is focused on a change process critically influenced 
by the leader-follower relationship. Authentic leadership theory provided consideration of 
leadership from a more personal and values-based perspective which align with the other 
two theories and a supportive approach to workplace stress prevention. 
2.3.1.1 Transformational and Transactional Leadership 
Transformational leadership theory is frequently used as a base for leadership research 
(Kelloway et al., 2012; Liu et al., 2010; Nielsen & Daniels, 2012). Transformational leadership 
is often contrasted with transactional leadership. Both theories are defined in terms of 
specific behaviours used to influence followers and the effects leaders have on followers 
(Yukl, 2010). Transformational leaders are considered to have characteristics of being 
inspirational, capable of intellectual stimulation and having a genuine concern for the 
feelings and development of others. They are thought to motivate and transform others by 
“1) making them more aware of the importance of task outcomes, 2) inducing them to 
transcend their own self-interest for the sake of the organisation or the team, and 3) 
activating their higher order needs” (Yukl, 2010, p. 275). Transactional leaders conversely, 
are considered to have a focus on the reward for performance being contingent on delivery 
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of results and managing by exception, that is taking action only when there is a failure 
(Higgs, 2002). Transformational and transactional leadership, while distinct, are not 
mutually exclusive (Bass & Avolio, 1996). Therefore, it is possible for leaders to exhibit both 
transactional and transformational behaviours.  
2.3.1.2 Leadership and Change 
The most recent attempts to understand leadership, while stemming from previous models 
and theories, have been within a framework of change management. The work of Kotter 
(1994) and Kouzes and Posner (2008) are indicative of an examination of leadership that has 
a greater focus than previous theories on the impact leaders have on followers. Kouzes and 
Posner identify elements of effective leadership as; challenging the process; inspiring shared 
vision; enabling others to act; modelling the way; and, encouraging the heart. Similarly, 
Goffee and Jones (2000), identify effective personal characteristics as approachability and 
vulnerability; intuition in dealing with soft data; tough empathy and ability to capitalise on 
one’s own uniqueness. These theories align closely with Golemans’ (2000) theory of 
emotional intelligence, where the ability for leaders to manage themselves and their 
relationships is summarised in four capabilities: self-awareness; self-management; social 
awareness and social skill. These emotional intelligence capabilities are critical in the 
coaching and collaborative behaviours of a facilitative style of leadership. This view is 
supported by Goleman, Boyatzis and McKee (2002, p. ix) who argue that the “fundamental 
task of leaders is to prime good feeling in those they lead”. Recognition of the importance of 
priming “good feeling” is support for the importance of understanding how leadership 
practices impact on the wellbeing of employees. 
2.3.1.3 Authentic Leadership and Followership 
The potential for the misuse of power, particularly as seen in repeated public leadership 
scandals has led to interest in ethical leadership (Kouzes & Posner, 2008). Authentic 
leadership is one of several ethical leadership constructs and is based on values and 
integrity. In the current study, authentic leadership and followership theories provide a 
guiding framework for intervention design and for explaining what occurs in the leadership 
and coaching development programme. Authentic leaders are congruent, that is, they are 
consistent in their words actions and values (Yukl, 2010). In plain language, they walk their 
talk. What they believe, think, say and do are all in alignment. The literature draws links 
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between authentic leadership and positive psychological states such as confidence, hope, 
optimism and resilience in both leaders and followers (Gardner, Avolio, Luthans, May, & 
Walumbwa, 2005; Ilies, Morgeson, & Narhgang, 2005). Authenticity is described as not 
being an either/or condition, but rather a developmental process (Gardner et al., 2005). 
Avolio and Gardner et al (2005, p. 322), describe an “ongoing process whereby leaders and 
followers gain self-awareness and establish open, transparent, trusting and genuine 
relationships, which in part may be shaped and impacted upon by planned interventions 
such as training.” This view of leadership as a learning process is central to the current study 
where a combined leadership development and coaching intervention encourages 
participants to develop trust and genuine relationships through the development and 
application of specific skills. Acquisition of the skills is recognised as a starting point in a long 
process of continual learning for both leaders and followers. In emphasising the importance 
of leaders developing trust, Covey (2006) describes the capacity to behave with integrity 
and have honourable intent, (i.e., character) and to use expertise and get results (i.e., 
competence) as the key components of trust for leaders in organisations. He further 
contends that trust sits at the core of achieving results because trust increases the speed in 
which work can be done and reduces the costs of doing that work. 
In a review of 25 years of leadership research and theory Day et al. (2014), maintain that 
interest in leadership theory mistakenly implies that it is possible to uncover a “correct” 
theory which will then lead to the creation of perfect development programmes. The 
theories described above provide broad principles to guide the intervention process, 
particularly in the coaching environment. The following section examines the literature 
linking leadership behaviours and employee wellbeing. Then leadership development 
programmes are examined as a potentially worthwhile process with which to influence 
workplace psychosocial wellbeing. 
2.3.2  Leaders’ Behaviours and Employee Wellbeing 
The observation that leaders’ behaviours impact on the wellbeing of their staff is well 
understood by employees (e.g.,Donaldson-Feilder et al., 2011; Gilbreath* & Benson, 2004; 
Kelloway & Barling, 2010). The myriad of ways in which this occurs is a complicated process 
(Tafvelin, Armelius, & Westerberg, 2011). In an extensive overview of research on the 
impact of leadership styles on employee stress and affective wellbeing, Skakon et al (2010, 
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p. 107) summarised their observations of 49 studies, “Leaders’ behaviours, the relationship 
between leaders and their employees and specific leadership styles were all associated with 
employee stress and affective wellbeing.” They suggest that while leaders’ stress, leader 
behaviour and varying leadership styles impact upon employee wellbeing, it is still uncertain 
how this happens. Understanding the relationship between leadership behaviours and 
worker wellbeing is important, not only to reduce harm but also to enable the design of 
effective leadership development programmes. 
Transformational leadership features strongly in the literature as a key contributor to 
employee wellbeing. Examples of transformational leadership affecting wellbeing-related 
factors include; making work more meaningful due to being mentored (Arnold, Turner, 
Barling, Kelloway, & McKee, 2007); improved self-efficacy (Morrison, Jones, & Fuller, 1997); 
supportive behaviour positively related to employee wellbeing (Gilbreath* & Benson, 2004); 
buffering the negative effect of stress factors on emotional exhaustion (Stordeur, D'hoore, 
& Vandenberghe, 2001); and improving climate, wellbeing, employee commitment and 
psychological capital (McMurray, Pirola-Merlo, & Islam, 2010). Liu et al. (2010) identified 
that self-efficacy and trust in the leader partially mediated the impact of transformational 
leadership behaviours on job satisfaction and fully mediated the influence of perceived work 
stress and stress symptoms. 
A study on the impact of authentic leadership on new graduate nurses and experienced 
acute care nurses found that authentic leader behaviour led to perceptions of structural 
empowerment amongst staff, whatever their experience level and subsequently 
contributed to lower levels of emotional exhaustion and cynicism (Spence, Wong, & Grau, 
2013). Peterson et al. (2012), found that the relationship between authentic leadership and 
follower job performance was partially mediated through followers’ positive emotions in 
one study and fully mediated through the leaders’ influence on follower psychological 
capital in a second study. A growing need to promote authenticity within organisations was 
identified by Menard and Brunet (2011), due to the impact authentic behaviours had on the 
wellbeing of managers themselves. 
Skakon et al.’s (2010) review of the literature examining the links between leadership 
behaviours and employee wellbeing acknowledged the difficulty in measuring meaningful 
outcomes due to a range of issues such as varying definitions of leadership, varying 
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worksites, varying interpretations through national, trade or organisational culture. The 
authors stated, “Precise definitions and sensitive, specific measurement tools are elusive” 
(Skakon et al., 2010, p. 133). Similar challenges are identified in section 2.3.5 of this review 
(see p. 65), which examines leadership competencies in policing. A systematic review and 
meta-analysis by Kuoppala et al. (2008), concluded that despite measurement issues there 
was good evidence that leadership plays an important role in employee job satisfaction and 
job wellbeing.  
The studies discussed above provide an overall pattern of results suggesting that leadership 
behaviours and styles can play key roles in the levels of stress and affective wellbeing 
experienced by employees. Kelloway and Barling (2010, p. 260), stated that “virtually every 
outcome variable in the field of occupational health psychology is empirically related to 
organisational leadership.” The breadth of these outcomes is well described in the 
conclusion of a longitudinal study in the UK National Health system; 
“Findings suggest that creating a culture of engaging leadership is critical since it not 
only predicts the performance of teams, it also predicts a range of positive affective 
outcomes, including high levels of motivation, job satisfaction, job and organisational 
commitment, as well as wellbeing indicators, including high levels of fulfilment, self-
esteem, self-confidence and reduced leves of stress and emotional exhaustion” 
(Alimo-Metcalfe, Alban-Metcalfe, Bradley, Mariathasan, & Samele, 2008, p. 595). 
Clearly, there is strong support for focusing on leaders as an important means for creating 
less stressful working conditions while also improving the health and wellbeing of 
employees. The following section, therefore, focuses on examining the extent to which 
leadership development programmes can be used to enhance leadership competencies, 
psychosocial work environments and employee health. 
2.3. 3 Leadership Development and Employee Wellbeing 
Leadership development programmes generally have a focus on improving individual leader 
performance with the primary intention of improving organisational performance (Bass, 
1985). Leadership development is rarely considered as a health and safety intervention 
(Kelloway & Barling, 2010). A search of the literature for leadership studies focusing on 
employee wellbeing reveals poor results. This is despite recommendations that leadership 
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development interventions are a legitimate target for improving employee wellbeing 
(Alimo-Metcalfe et al., 2008; Donaldson-Feilder et al., 2011). The search produces a 
multitude of studies on secondary or tertiary wellbeing interventions, but very limited 
results focusing on leadership development interventions designed to protect or promote 
employee wellbeing by improving the psychosocial work environment (i.e., primary 
interventions). This paucity of primary stress prevention leadership studies may be due in 
part to the difficulty in undertaking studies where the ultimate target of the intervention 
(the employee) is not the direct recipient of the developmental initiatives (Elo, Ervasti, 
Kuosma, & Mattila-Holappa, 2013). Because the supervisors and managers (and not the 
employee) take part in the training and development programmes, the success of the 
initiatives relies heavily on the willingness and capacity of supervisors to develop, apply and 
consolidate the new behaviours that change the psychosocial conditions in which people 
work (Kelloway & Barling, 2010). Consequently, aiming to improve working conditions 
employee wellbeing through leadership development initiatives is considered “demanding 
but necessary” (Elo et al., 2013, p. 192). 
Despite these challenges, there are promising signs that the development of 
transformational leadership skills may lead to positive employee health outcomes  
(Kelloway, Barling, & Helleur, 2000).The Kelloway et. al., study used employee perceptions 
to identify the effectiveness of feedback and training in changing leadership behaviours. 
They concluded that future research should consider outcomes including job satisfaction, 
wellbeing, and employee safety behaviours. Similar links between leadership development 
programmes, enhanced perceptions of transformational leadership behaviour and individual 
psychological wellbeing were identified by McKee and Kelloway (2009). A study by Sparr and 
Sonnentag (2008), although not a development related programme, recognised the 
importance of the leader/employee relationship in influencing follower wellbeing. The study 
noted a positive relationship between perceptions of fairness of performance feedback and 
positive follower wellbeing. 
Follower wellbeing and improvement in the psychosocial work environment was the focus 
of quasi-experimental study by Elo, Ervasti, Kuosma, & Mattila-Holappa, (2013). The study 
examined the effect of a leadership development programme in a public-sector construction 
company. Improvements in the psychosocial work environment were predicted in terms of 
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improved social climate and flow of information along with more positive evaluation of 
leadership. Despite the intervention being of significant size and depth (a 7.5-day residential 
intervention for leaders, with 145 subordinates responding over a two-year period), results 
were considerably less positive than expected. There was no improvement in either the 
employees view of the leadership or their perceptions of wellbeing. It was suggested that 
some of the activities in the leaders’ workshop were themselves anxiety producing (e.g., 
creative painting and psychodrama) and that physical distance between leaders and 
subordinates impacted on the ability of the leader to positively influence the psychosocial 
climate. The authors recognised that improving the psychosocial work environment via 
leadership development is a demanding goal due to the multiplicity of factors that can 
influence the outcomes of any programme. These observations highlight the importance of 
understanding contextual and process factors, such as creating an appropriate learning 
environment and considering the day to day opportunities leaders have to engage with their 
staff. 
Leadership development programmes have the potential to be successful in stress 
prevention because they can focus specifically on competencies that have been shown to be 
linked to stress reduction and improvement in wellbeing in employees. Interventions that 
specifically target the development of leadership skills relevant to the improvement of 
wellbeing are found to be exclusively successful in achieving positive health outcomes (Elo 
et al., 2013). Donaldson Feilder et al (2011), have identified these competencies as; being 
respectful and responsible; managing and communicating existing work; managing difficult 
situations and managing the individual within the team (the use of these competencies in 
this study is discussed later in this review, see Methods section, 3.5.2, p. 113). Leadership 
development programmes aimed at improving employee wellbeing also have the potential 
to improve leader wellbeing. Mullen and Kelloway (2009) identified enhanced safety 
attitudes, self-efficacy and intent to promote safety. 
In summary, a large body of research suggests that leadership impacts upon employee 
wellbeing (Kelloway & Barling, 2010; Mullen & Kelloway, 2009; Nyberg et al., 2009). Despite 
the challenges of the indirect nature of the leadership development initiatives and the 
difficulty in maintaining participation rates in busy complex work environments, there are 
compelling reasons to explore leadership programmes as stress and wellbeing interventions. 
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Kelloway and Barling maintain that leadership development “should be a main target for 
research on interventions in occupational health psychology”(2010, p. 260). Having 
established that leadership development programmes have the potential to impact on 
employee stress/wellbeing, the following section examines leadership development 
research within a policing environment. 
2.3.4  Leadership Development in Policing 
The overall purpose of this section is to consider the approaches to leadership development 
that are more likely to be effective in a policing environment. This section identifies what 
health-related outcomes have been produced (if any), in previous studies, and examines 
studies which have focused specifically on improving wellbeing via leadership development.  
The most recent review of police leadership development was produced by the National 
Police Improvement Agency in the UK. “What works in police leadership development: A 
Rapid Evidence Review” (Kodz & Campbell, 2010), was a systematic review of selected 
studies with pre-post test evaluation with control groups. Or, if the studies had no control 
groups, then containing “strong learning points.” Only four police studies, (exploring 
perceptions), were identified, along with seven evaluations from the National Police 
Leadership Programme. The review determined that it was difficult to be definitive about 
the best approaches to leadership development because of the wide variety of programmes 
evaluated. 
Five studies from the Kodz and Campbell review, with pre and post-tests and control groups 
indicated that leader development programmes were positively associated with a range of 
wellbeing related outcomes. These outcomes included a more positive impact on 
subordinates’ development using transformational styles; more confidence in motivating 
and promoting causes in community settings (Rohs & Langone, 1993); and recognition that 
personality hardiness increases transactional and transformational leadership styles (Eid & 
Johnsen, 2008). Facilitative and coaching-based leadership development practices were 
utilised by Ladyshewsky (2007) and Miller (2007). The Ladyshewsky study suggested that the 
use of a reflective journal and goal setting within an experientially focused programme 
supports leadership and management competencies. This view is supported by Shafer 
(2009), who identified that self-awareness was a key factor in leadership development. In 
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the Miller (2007) study participants reported an increase in self-awareness and confidence 
in taking on new leadership roles. Enhanced collaboration and communication across 
agencies was also regularly reported (Kodz & Campbell, 2010) The review of these and other 
studies identified the need for further research into the effectiveness of leadership 
development strategies such as experiential based activities, peer coaching, shadowing, 
reflective journals, action learning and goal setting (Kodz & Campbell, 2010). 
 It should also be noted that while none of the studies mentioned above had a wellbeing 
focus, there is evidence of a desire to develop the skills and attributes that are known to 
contribute to positive psychosocial environments (e.g., self-awareness, reflective practice 
and active listening) (Ladyshewsky, 2007; Miller, 2007; Schafer, 2009). 
2.3.5 Effective Leadership Competencies in Policing 
A second Rapid Evidence Review “What Makes Great Police Leadership” (Campbell & Kodz, 
2011), also provides valuable insights into the effectiveness of different leadership styles, 
behaviours and competencies in a policing context. This and other literature covered in this 
section is particularly important for the current study as it will help to identify the types of 
leader skills, behaviours and overall competencies that need to taken into account when 
developing leadership development initiatives that are tailored to the policing context.  
Several studies from the Rapid Evidence Review (Campbell & Kodz, 2011), are of particular 
interest. A New Zealand-based study (Singer & Jonas, 1987) used the Multifactor Leadership 
Questionnaire (MLQ), which was completed by 60 sergeants and constables. Higher 
effectiveness ratings were given to leaders who displayed transformational behaviours, 
particularly, “individualised consideration”. Other transformational behaviours, “charisma” 
and “intellectual stimulation” were less preferred than the transactional, “management by 
exception”. These results provide some insight into the nature of frontline policing where 
there are many transactional type tasks that demand attention creating a focus on “getting 
the job done”.  
An Australian study (Denston, 1999), also partially rejected the trend of preference for 
transformational behaviours. It found that transformational leadership styles were used 
significantly less by police leaders than by business and industrial leaders and that 
“management by exception” could be a positive indicator of effectiveness at senior sergeant 
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level. A more recent UK study (Hawkins & Dulewicz, 2007) using 360-degree surveys found a 
preference for transactional leadership styles for those leading sergeants. Wellbeing 
outcomes were not the focus of these studies and their results appear at odds with the 
leadership competency based research undertaken by Donaldson- Feilder Yarker and Lewis 
(2011) who identify strong relationships between their Positive Manager Behaviour 
Framework and Transformational Leadership. The identification with transactional 
leadership in policing supports the view of the unique nature of policing which potentially 
creates differing views to the mainstream on what constitutes effective leadership. The 
difference also illustrates the tension between focusing on tasks and focusing on people in a 
policing environment. This tension appears to exist in all organisations but is possibly more 
prevalent in a command and control environment such as police. 
While there are challenges in identifying competencies for use in leadership development 
programmes, doing so provides a framework from which to create discussion and reflection. 
Two further studies from the Campbell and Kodz review can inform the current study. Two 
PhDs, (Silva, 2004; Weiss, 2004), used the same first phase of research which identified 
essential characteristics of a police leader in interviews of eight “star performing” police 
leaders. Silva (2004), tested these competencies by surveying 687 police staff. Interpersonal 
competencies tended to be rated as more important than organisational level 
competencies. Weiss (2004), developed a 360-degree feedback tool using the top 12 
competencies from the first phase study. The competencies were: 
Table 1. Essential competencies (Weiss, 2004) 
Active Listening Leading employees 
Communicating Courage 
Managing organisation 
change 
Managing politics / 
influencing 
Organisational commitment Credibility 
Setting vision and strategy Self confidence 
Knowledge of the 
organisation 
Empowering 
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All twelve competencies were found to be important and necessary. The competencies 
suggest that effective police leaders require organisational knowledge and skills coupled 
with a level of self-awareness to be able to effectively implement competencies such as 
active listening, communicating, self-confidence and empowering behaviour. The 
competencies align strongly with those identified by Donaldson-Felder et. al., (2011) which 
were being respectful and responsible; managing and communicating existing work; 
managing difficult situations and managing the individual within the team. These findings on 
police leadership competencies suggest that in designing the current study there is a need 
for careful selection of appropriate competencies to build self-awareness amongst 
individual sergeants.  
2.3.6 Leadership Summary 
Leadership is recognised as a process of social influence, whereby those in recognised 
positions within the organisation have considerable opportunity to influence their staff 
either positively or negatively. Leadership has been examined through a range of theoretical 
lenses including transformational and transactional (people focus or task focus), leadership 
as a change process (creating willing followers) and authentic leadership (values-based 
congruence). Authentic leadership provides a strong theoretical base for a leadership 
development programme such as the current intervention, where coaching in the 
programme provides opportunities for participants to examine their intentions in the light 
of their actions. Authentic leadership has been found to have links to positive psychological 
states in both leaders and followers. Improving the psychosocial work environment via 
leadership development is recognised as a difficult goal and understanding the enablers and 
barriers to that goal is an important step in the process. While there was a dearth of studies 
examining leadership and wellbeing, there was a need expressed in the literature to develop 
supportive competencies in leaders, as they are known to contribute to positive 
psychosocial environments. To determine the potential for a coaching programme to 
support the development of supportive competencies the following literature was 
examined. 
 68 
2.4  Coaching in the Workplace 
A review of the literature on coaching is fundamental to the current study to determine the 
efficacy of the use of coaching strategies as a behavioural change tools in the LDCP.  
 In the current study, coaching is an important development tool used with participating 
sergeants. Previous sections have shown evidence that leadership behaviours are closely 
associated with employee wellbeing. Therefore, if coaching can positively impact on 
leadership behaviours then it makes sense to use it in a leadership programme with a focus 
on building competencies that can support health and satisfaction of employees (e.g., being 
respectful and responsible; managing and communicating existing work; managing difficult 
situations and managing the individual within the team, Donaldson-Feilder et al., 2011). This 
section identifies “what is coaching?”, then examines the evidence around its usefulness in 
creating positive change in leadership behaviours, particularly those that have been 
identified as impacting on employee wellbeing. The importance of building coaching 
capability is considered followed by a discussion on group coaching. The section ends with 
an overall critique of the merits of combining coaching with leadership development 
workshops.  
2.4.1  What is Coaching? 
 In general terms, coaching has been defined as “the process of equipping people with the 
tools, knowledge and opportunities they need to develop themselves and become more 
effective” (Styhre 2007, p. 277). Styhre (2007, p. 282) also describes the coach as an 
“experienced and knowledgeable interlocutor” and not as “an expert mentor with a ‘do it 
like this’ approach.” The International Coach Federation’s (ICF) core competencies for 
coaches provide some clarity on what coaching is. The ICF states that the role of the coach 
in formal, one-to-one or group coaching is to 1) Set ground rules to distinguish coaching 
from other forms of support (e.g., counselling), and determine the responsibilities of both 
parties; 2) Co-create the relationship by establishing trust and intimacy and maintaining 
coaching presence; 3) Communicate effectively through active listening and powerful 
questioning and 4) Facilitate learning and results via appropriate goal setting, action plans 
and managing progress and accountability (ICF, 2014).  
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Coaching can  include a range of activities (e.g.,  remedial and developmental coaching of 
individuals and groups) and skills (e.g., active listening, giving feedback) and while some 
authors view coaching as sitting outside of the line management function (e.g., Passmore 
and Anagnos (2009)), a coaching approach to management and leadership is recognised as a 
legitimate approach in the workplace learning and development and management literature 
(e.g.,Ellinger, 2013; Hunt & Weintraub, 2010; Paustian-Underdahl et al., 2013). The current 
study takes the view presented by Clutterbuck (2008), that the context should dictate the 
specific way in which coaching is applied. This approach is illustrated in the Figure 4, 
Contextual Map of Coaching in the Workplace (see below). 
 
Figure 4. Contextual Map of Coaching in the Workplace 
This map illustrates the dynamic nature of coaching with four axes, and eight constructs or 
types of coaching. The axes are not immutable in their opposing ends, that is, a remedial 
coaching session has the potential to become developmental; technical coaching can be 
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infused with behavioural learning and informal coaching is as legitimate as formal. The map 
also shows the relationship across all the coaching constructs axes, for example, coaching 
can be formal and behavioural, formal and technical, team and remedial. Similarly, coaching 
can be informal and behavioural, informal and technical or informal and remedial. 
It is evident that coaching is considered to play an important role in behaviour change that 
involves “ways of thinking, ways of being and ways of learning” (Berg & Karlsen, 2012, p. 
178). The following section reviews the research examining the role of coaching in changing 
leadership behaviours, particularly those that influence the psychosocial working 
environment, and is used to help establish why such an approach was used in the current 
study. 
2.4.2  The Role of Coaching in Behavioural Change 
Coaching behaviours are considered by many scholars and practitioners to be fundamental 
to effective leadership (Clutterbuck, 2008; Robertson, 2004; Rock & Donde, 2008; Senge, 
1995). Many case studies report improvement in leadership behaviours after participation in 
individual coaching sessions, (Berg & Karlsen, 2012; Bowles, Cunningham, La Rosa, & Picano, 
2007; Kombarakaren, Baker, Yang, & Fernandes, 2008; McDermott & Jago, 2005; Robertson, 
2004; Styhre, 2007). The aims and leadership behavioural goals of coaching can vary greatly 
from study to study, for example, improved productivity, conflict management and 
improved self-efficacy. 
The desirable competencies identified in the Health and Safety Executive (HSE) 
management competencies tool used in the current study can be clearly identified in the 
outcomes of a series of coaching studies. Styhre (2007) cited increased understanding of the 
needs of others – including  increased empathy. Greater flexibility in decision making was 
identified by Olivero et al. (1997). This may be closely related to what Styhre (2007, p. 285) 
describes as being able to apply “different solutions to old problems.” Other reported 
outcomes were improved team management, (de Vries, 2005; Gilley, Gilley, McConnell, & 
Velliquette, 2010; Kombarakaren et al., 2008); improved collaboration (Kochanowski, 
Seifert, & Yukl, 2010); and improved listening skills (Styhre, 2007). The ability to reflect 
deeply and an associated increase in self-knowledge, were reported by all but one 
participant in Styhre’s study. 
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A recent mixed methods study (Ladegard & Gjerde, 2014) identified links between 
leadership coaching as a development tool and subordinate turnover intentions. A six-
month long coaching programme for managers identified increased leader role efficacy and 
leader trust in subordinates along with a significant relationship between leadership trust in 
subordinates and subordinate turnover intentions. Associated changes in subordinate 
psychological empowerment were not detected, however, the authors contend that while 
the changes may not necessarily be consciously picked up on, they could be represented in 
the improved levels of trust. Further findings relevant to the current study are in the 
recognition of leader role efficacy as “crucial for leaders across organisations to thrive” (p. 
642). The notion of “thriving,” while not discussed in the study, certainly implies personal 
growth, professional development and engagement, all factors that can be positively related 
to wellbeing (Kuoppala et al., 2008; Mullen & Kelloway, 2009). Focusing on building the 
confidence and competence of the sergeant leaders in wellbeing-related leadership 
competencies has the potential for the capacity to thrive to be exponentially spread across 
the workgroup (Elo et al., 2013; Kelloway et al., 2000; Ladegard & Gjerde, 2014).  
The above research confirms that coaching has a positive role to play in assisting leaders to 
develop behaviours that may positively impact on their staff and the environments in which 
they work, thus reinforcing the potential for coaching to become a worthwhile learning 
strategy for the sergeants taking part in the current study.  
2.4.3  Creating Coaching Capacity Within Organisations  
Creating positive outcomes from leadership and coaching initiatives is greatly dependent 
upon the capability of the coaches (Berg & Karlsen, 2012; Ladegard & Gjerde, 2014). In the 
current study coaching occurs on three levels; the coaching by the external coaches 
(university) who were coaching the internal coaches and the sergeants; the internal (police) 
coaches, who were coaching the sergeants; and the sergeants, using coaching behaviours to 
support the constables in the workplace. While the external coaches have specialised 
qualifications, it was identified that coaching would not be the dominant communication 
style used by supervisors when engaging with staff in a command and control organisation. 
Instead, it is through the sergeants building skills as ‘managers who coach’ that the current 
study hoped to influence the psychosocial work environment. Ellinger, Beattie and Hamlin 
(2010, p. 258), defined the concept of a ‘manager as coach’ as, “a manager or supervisor 
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serving as a coach or facilitator of learning in the workplace setting, in which he or she 
enacts specific behaviours that enable his/her employee (coachee) to learn and develop.”  
The literature has identified the types of skills and behaviours associated with effective 
managerial coaching and they include listening, interviewing, questioning, observation, 
analytical communication, motivation and encouragement of growth and development 
(Evered & Selman, 1989; Gilley, Gilley, & Kouider, 2010). Further, Ellinger et al. (2010, p. 
312) identified that “there appears to be some similarity between managerial coaching 
behaviours and those items associated with being a supportive supervisor with regards to 
delegating workloads, setting performance expectations, listening, caring and providing 
challenging assignments.” The benefits to employees of managerial coaching have been 
identified in the literature and they include improving resistance to change (Passmore & 
Gibbes, 2007) and leader role efficacy and trust in subordinates (Ladegard & Gjerde, 2014). 
Other suggested benefits of coaching include improving communication (Hagen, 2012), 
increasing employee role clarity (Agarwal, Angst, & Magni, 2009), job satisfaction (Elmadag, 
Ellinger, & Franke, 2008) and improved work related and learning outcomes (Ellinger, 
Ellinger, & Keller, 2003).  
2.4.4  The Coaching Process 
The coaching process is well represented in the opinion-based literature and Feldman and 
Lankau (2005) state, “academic literature on coaching has lagged far behind the practitioner 
research” (p. 830). Despite this underrepresentation in the scholarly literature, a number of 
factors have been identified as important to the success of any coaching arrangement. A 
growing body of literature has identified that the relationship between the coach and 
coachee is the most important success factor in the coaching process (e.g., Gessnitzer & 
Kauffeld, 2015; Gyllensten & Palmer, 2005). Gesstnizer and Kauffield (2015) coded 
relationship relevant behaviours with results confirming the importance of the active 
participation of the coachee. The importance of active participation is particularly evident in 
the formal coaching arrangement where the ability to set and attain goals is critical to the 
outcome. Gesstnizer and Kauffield’s (2015) results confirmed that coachee-initiated 
agreement on tasks and goals was positively related to coaching success and even more 
importantly, coach-initiated agreement on task and goals had the opposite effect. This latter 
finding is particularly relevant to the current study because of the transactional nature of 
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the police working environment and its potential to impact on the sergeants’ expectation or 
capacity to set their own realistic, stretch goals. It should be highlighted that the above 
studies were undertaken in non-policing work contexts with differing processes and with 
variations in programme design and organisational environment. However, despite these 
differences, they highlight the importance of ensuring the coaching programme focuses on 
sergeants’ ownership of both goal setting and the resulting outcomes.  
2.4.5  Group Coaching 
As explained in section 1.3 (p. 16), the coaching design adopted at Station One was group 
coaching. Although the reasons for adopting this approach were largely pragmatic (see p116 
in Methods), it is still necessary to define what group coaching is and to consider the 
benefits associated with this approach.  
The concept of group coaching in the literature generally refers to a group of individuals 
who may or may not work together but who can support each other as they work through 
similar development challenges (Muhlberger & Traut-Mattausch, 2015). The concept of peer 
coaching is a relatively new research field where mutual learning and development occur to 
accomplish specific tasks or goals (Parker, Wasserman, Kram, & Hall, 2015). Parker et al. 
(2008) suggested peer coaching can be used to achieve many of the goals set for one-to-one 
coaching including heightened self-awareness, greater adaptability, more active listening 
and inquiry, and more authentic and effective interpersonal connections. These outcomes 
align with the Stress Management Competency Indicator Tool competencies used in the 
current study, suggesting a potential positive link between the individualised competency 
tool and the identified goals of group coaching.  
In relation to the benefits associated with group coaching, the current review was unable to 
identify any studies that examined the impact of group coaching on the wellbeing of direct 
reports. However, group coaching was identified as resulting in a reduction in burnout for 
those taking part in the coaching programmes; that is, coachees (Barrett, 2006). At the same 
time, both group and individual coaching have been found to increase goal attainment 
among coachees compared to a control group (Muhlberger & Traut-Mattausch, 2015). 
These latter findings are particularly important and suggest that the group-based coaching 
can achieve the similar outcomes for coaches to those in individualised programmes. 
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2.4.6  Coaching Summary 
The current study views coaching in its broadest context as illustrated in the contextual map 
of coaching (refer p. 38). The skill levels of the coaches are identified as playing a critical a 
role in improving leadership behaviours (Berg & Karlsen, 2012). To achieve desirable 
coaching skill levels, adequate training and support needs to be given (McCarthy & Milner, 
2013). Managers are identified as a suitable target for coaching to improve leadership 
behaviours. The leadership behaviours identified in the HSE competency framework (see 
Methods chapter, p.125 for framework in full), are themselves strongly associated with 
effective coaching (e.g., active listening, empathetic engagement) and with wellbeing 
outcomes. Relationships between the coach and the coachee are identified as critical to 
coaching success and the literature reviewed in this section supports the intent of the 
current study intervention to encourage participant-led goal intentions in a collaborative 
and supportive environment. Berg and Karlsen (2012), identified that coaching is a helpful 
training process to develop positive managerial behaviours and that specific work 
challenges are an ideal material for coaching sessions. Coaching embedded in a leadership 
development programme was identified as the most suitable approach to increase the 
likelihood that coaching will have a positive impact. While the coaching research field is still 
in the early stages of development, there is sufficient theoretical and empirical support to 
suggest that coaching can embed supportive leadership behaviours.  
This section has highlighted that coaching could play a key role in helping supervisors to 
develop and consolidate critical supportive leadership skills. However, neither the research 
or the associated theories covered in this part of the review explained how coachees 
acquire or learn these new skills and how they can embed them into everyday practice. The 
current study’s learning transfer and cyclic approach to planning, implementing and 
evaluating may add to the body of knowledge.  
The overall goal of the following section is to examine learning theories and tools (methods) 
and to identify the specific mechanisms through which people and leaders can develop 
complex behaviours such as how to solicit feedback, to set and communicate expectations 
and to shift perspectives.  
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2.5  Learning to Coach and Lead Using Supportive Behaviours 
This section of the review describes and discusses the learning theories and models which 
will guide the design of the intervention in the current study and underpin the discussion on 
transfer of learning in the subsequent section. This section is important particularly because 
explanations for how individuals learn are closely aligned to how they lead 
(Csikszentmihalyi, 2003; Robertson, 2005; Senge, 1995). The capacity for learning by all the 
individuals involved in the intervention (both the police participants and the researchers), 
needs to be acknowledged. Therefore, this section begins with a brief discussion of current 
learning theory followed by an examination of stage models of learning including their 
implications for the development of leadership skills intended to enhance workplace 
wellbeing.  
2.5.1 Learning and Knowledge Acquisition 
Experiential learning theory as described by Kolb (1984), is the most widely cited workplace 
learning theory. Kolb’s 2014 book “Experiential Learning: Experience as the source of 
learning and development” has over thirty -five thousand Google Scholar citations. 
Experiential learning theory draws on earlier theories and is distinctive in that it views 
learning as both a cognitive and behavioural process, rather than as an end-product. 
Learning is not seen to be an accumulation of fixed ideas which can then be measured as 
having been successfully stored. Kolb (1984, p. 10) explains, “Ideas are not fixed and 
immutable elements of thought but are formed and reformed through experience.”  
Kolb describes learning as a cyclic process of adaptation, where concrete experiences occur, 
followed by reflective observation, abstract conceptualisation and active experimentation 
(Figure 5, Kolb Experiential Learning Cycle, see p. 76). Set dialectically against the empty 
vessel notion of learning, he describes a process of reflective inquiry, where learners are 
continually making meaning from experience, from reflecting on their action, and from 
altering their responses as a result of the cognitive processes occurring (Kolb, 1984). 
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Figure 5. Kolb’s Experiential Learning Cycle 
The reflective process is recognised by scholars of learning as fundamental to the learning 
process. The important role of reflection in this process is underlined by Schon (1987), who 
states reflection occurs both “in action” and “on action”. Reflection-in-action is the 
reflection which occurs when an individual is performing a task and reflection-on-action 
occurs after the activity. The value of deliberate reflection-on-action is highlighted by 
Garrick (1998, p. 24), who states “reflection requires conscious attention to [those] 
distortions in our reasoning and attitude.” Viewing learning as a cognitive and behavioural 
process where reflection is critical is, therefore, an important consideration for the design 
and implementation of the LDCP.  
A complimentary theoretical approach to learning is proposed by Claxton (2002). While 
Kolb’s contribution assists with understanding the learning process, Claxton describes the 
specific dispositions learners must develop. Claxton views learning from a perspective of 
building learning power. The approach contends that good learners require specific skills in 
resilience, resourcefulness, reflectiveness and reciprocity (4R’s) and that the quality of these 
specific skills will determine the quality of the learning experience. Claxton’s approach 
extends Kolb’s cyclic view through the recognition that effective learning occurs both in 
solitary situations and in context with other learners. The fourth R – reciprocity, is about 
“being ready, willing and able to learn alone and with others” (Claxton, 2002, p. 17), and 
includes skills of collaboration, empathy and listening and imitation of others habits and 
values.  
Concrete 
Experience 
Reflective 
Observation
Abstract  
Active
Experimentation
Conceptualisation
Kolb (1984)
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Given the importance of the 4R’s, the current intervention will be designed to enhance 
opportunities to learn, practice and transfer such skills (see pages 68-70 in Methods section 
for further details). This approach of focusing on specific skills that enhance learning is 
particularly important for helping participants to develop the necessary resilience to learn 
within a busy, frontline policing environment. The following section further explores the 
learning literature by examining more specific skills-focused models of learning. These are of 
relevance to the current study where specific leadership competencies have been identified 
as desirable for improving workplace wellbeing. Understanding how they might be acquired 
and enhanced is critical to the success of the intervention. 
2.5.2 Models of Skill Development 
The way in which specific skills are acquired and retained can be explained in a large part by 
cognitive science. A range of models which attempt to explain how individuals acquire skills 
and expertise have been developed over recent decades. While there is variation in the 
number and description of the stages in the models, they each describe a fixed sequence of 
stages which represent increasing levels of knowledge and skill acquisition (Dall'Alba & 
Sandberg, 2006). The inherent problem in describing such stages is the potential for them to 
be viewed more as a “grocery list” and less as a learning process. It is considered 
problematic by many scholars, that an ascribed set of attributes, becomes a formalised body 
of knowledge, essentially divorced or de-contextualised from the practice which it describes 
(Claxton, 1997; Dall'Alba & Sandberg, 2006; Grint, 2005; Lave & Wenger, 1991; Schon, 1991; 
Senge, 1995). That said, provided the context is considered, consideration of models may be 
useful for deepening understanding of the learning process in the current study. 
Dreyfus and Dreyfus’ (1986) influential stage model provides one example of the types of 
models that can be used to describe how specific skills are acquired and retained. Their 
model challenges the notion that the learner accumulates a specific set of rules to perform a 
task. They acknowledged that explicit rule-following occurs at basic levels, but at more 
advanced levels, learners demonstrate an experienced based know-how that transcends the 
rule explanation. Aristotle's phronesis as described by Grint (2005, p. 1471) as "practical or 
prudential wisdom…essentially rooted in action rather than simply reflection”, may well be 
describing the highest level of skill development.  
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While models are considered useful in advancing understanding of skill development, 
Dahlba and Sandberg (2006, p. 389) argue that they do little to provide agreement on what 
skilfulness actually involves in practice. Rather, they view understanding of practice, as an 
"unfolding professional way of being.” They further argue that it is this embodied 
understanding of practice that determines how knowledge and skills are developed. An 
illustration of this principle of embodied understanding is in the ways in which the individual 
police sergeants might conceptualise the sergeant role. If she or he views their work as a 
criminal management practice, her or his focus may be on “lock-ups”. If instead, the 
embodied understanding is one of leadership, with responsibility for the learning and 
development and wellbeing of others, the focus may change to finding ways to enhance 
learning and wellbeing to meet individual and organisational goals. How an individual officer 
approaches their role in terms of embodied understanding is greatly influence by the 
organisational culture and strategy they are operating within (Chorn & Hunter, 2004; 
Flanagan, 2008; Garrick, 1998; Hennessey, 1999; Mitchell & Casey, 2007). 
A skill acquisition model, not identified in the scholarly literature, but well known in the 
training and development field, is the Conscious Competence Model (Chapman, 2003). The 
model describes skill acquisition as a process from unconscious incompetence, through 
conscious incompetence, then conscious competence to unconscious competence. In plain 
language, unconscious incompetence is the state of being unaware of what one does not 
know or understand. Conscious incompetence follows as an awareness of lack of knowledge 
or understanding occurs. The two higher levels involve practice or performance in a state of 
heightened awareness (conscious competence) and the final level where skill performance 
requires much less conscious awareness (unconscious competence). The model is a useful 
tool if viewed from a cyclical perspective, rather than as a linear process, particularly when 
applied to the complex skills involved in leadership. Together these models (embodied 
understanding and conscious competence), provide theoretical and practical reference 
point for the programme designers and the participants as they reflect on the learning 
process. Combining the notion of cyclical learning and the notion of unconscious 
incompetence as a recurring stage in skill development, may create an understanding of skill 
learning which is potentially useful to all the learners in this study (the sergeants, senior 
sergeants, probationary constables, internal coaches and facilitators/researchers).  
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The unconscious incompetence stage of the skill acquisition model provides a rationale for 
Dall’Alba’ and Sandburg’s (2006), assertion that current understanding can limit more 
complex understanding. This potential limitation to more complex learning is a 
consideration when planning to influence police sergeant’s capacity to develop supportive 
leadership competencies. To facilitate a more complex understanding Argyris (1991, p. 100), 
strongly supports the need for individuals to do more than problem solve. He states “They 
need to reflect critically on their own behaviour, identify ways they often inadvertently 
contribute to the organisations problems, and then change how they act”. Argyris puts 
forward the notion that individuals act inconsistently when their “espoused theories” (i.e., 
the way they say they behave) are inconsistent with their “theories in action” (i.e., their 
behaviour). There is considerable potential for such inconsistencies to occur in a police 
environment. The literature suggests that consideration be given to the levels of 
understanding experienced by the sergeant and the organisational culture and strategy 
influences on that understanding. The following section examines the police learning 
environment and possible factors that can influence learning and transfer. 
2.5.3 The Police Learning Environment 
It is impossible to examine a learning environment without considering the contextual 
factors that define and shape it (Hall & Kidman, 2004). Policing services are considered to be 
organisations that are based heavily on a command and control style of operating 
(Flanagan, 2008). Command and control is a military based term and has been defined by 
The National Police Improvement Agency in the UK as, “the authority and capability of an 
organisation to direct the actions of its own personnel and the use of its equipment”(NPIA, 
2009, p. 6). So, as is the case with the military, command and control in policing is about 
authority and process to deploy people and resources. Unlike the military, the police have a 
high public profile and are constantly challenged to meet societal demands (Crank, 2004; 
Flanagan, 2008). In Australia, such demands are articulated to the organisation by the 
government via the Police Minister to the Police Commissioner. While the Police 
Commissioner acts independently of political bias, he or she is, like any Chief Executive 
Officer, responsible for performance outcomes. Expectations are filtered down through the 
organisation to impact on day to day policing capability and performance (Flanagan, 2008). 
These performance requirements demand that frontline police officers are continually 
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updated on knowledge and skills and that they can adapt to rapidly changing circumstances. 
While the need to manage performance in such circumstances could be described as 
universal, that is applying to all organisations, the demands on police are somewhat unique 
(Chan, 2003; Flanagan, 2008). While most organisations must manage the tensions between 
leadership and management, the nature of police work means that the construct of 
command and control adds another complicating dimension. Applying the principles of 
command and control in the current social climate where there are expectations of 
democratic leadership and individualised decision-making, has the potential to be extremely 
challenging at both an organisational and individual level (Flanagan, 2008; Hennessey, 1999; 
Weir, Marsh, & Greenwood, 2006). A collaborative learning model with practical coaching 
strategies at its core, may assist individual sergeants to effectively manage these challenges. 
The exponential increase in demands for content knowledge create a unique learning 
environment in policing. An internal comprehensive organisational review of training 
services in New Zealand (Trappitt, 2007), describes a "comply and complain" (p. 18) attitude 
to training, created in a quasi-military culture where self-directed learning is not the norm. 
Many employees are not exposed to, nor do they fully understand, the links between the 
"soft skills" valued in a coaching culture (e.g., active listening, showing empathy), and 
improved job performance. Research in the field of leadership development confirms, the 
significant value of such soft skills (Avolio & Gardner, 2005; Collins, 2006; Senge, 1995; 
Styhre, 2007; Yukl, 2010). The command and control culture that exists in policing therefore 
represents a major impediment to developing a more open and reflective style of learning. 
In summary, the nature of policing organisations and their subsequent embedded culture 
means that learning in policing is driven largely by the need for compliance. Interventions 
that understand the nature of the organisation and provide skills and strategies to move 
behaviours towards self-directed learning may benefit both the learner and those whom 
they are leading. 
2.5.4 Summary Learning to Coach and Lead  
In summary, learning is a complex, cyclic, evolving process that often occurs in equally 
complex environments. Learning design should focus on building capacity to learn, not 
simply the “filling of the vessel” with content or knowledge. Reflection is critical, particularly 
for developing a deeper understanding of the learning process and because the progression 
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to expert level takes time. Reflective skills enhance perseverance in ambiguous and 
uncertain environments, increasing the likelihood that the new skills will develop and evolve 
over time. Recognition and exploration of organisational influences on learning is also 
important. This is particularly relevant in the current study where worldviews are shaped by 
current workplace practices identified as potentially harmful to wellbeing (e.g., high 
demands, low control, limited support). 
2.6 Transfer of Learning 
Fundamental to the learning process is the ability of the learner to transfer their learning 
into new and unique situations (Broad & Newstrom, 1992a; Holton & Baldwin, 2003; 
Leberman et al., 2006). This section focuses on the construct of learning transfer, which, for 
brevity in this section, will be referred to simply as “transfer.” Transfer is critical to, and at 
the core of the current study. To improve the psychosocial work environment, the sergeants 
must be able to transfer their learning from the workshop and coaching sessions and by 
experimentation with new behaviour in the work place to a range of workplace situations. 
The section begins with an examination of the concepts, definitions and types of transfer. 
Important assumptions about transfer process are then identified. This is followed by a 
discussion of several different approaches to transfer and their relevance to workplace 
stress interventions and to the current study. The final section examines the current 
thinking and challenges of transfer evaluation including the Learning Transfer Systems (LTS) 
approach which is the major theoretical base used for data analysis in the current study. 
2.6.1 Definitions 
The transfer construct has been examined across a number of disciplines including 
education, psychology and management and as a result there are a range of views about 
what constitutes transfer and how it is defined. A classic definition is “the degree to which a 
learned behaviour would be repeated in a new situation” (Detterman, 1993, p. 5). With 
strict criteria in place, it has proven to be difficult to identify transfer by this definition 
(Bransford & Schwartz, 1999). Transfer has been deemed to have occurred when “the 
extent to which learning of a response in one task or situation influences the responses in 
another task or situation” (Blume, Ford, Baldwin, & Huang, 2010, p. 1067). The problem 
experienced in defining transfer is illustrated in Leberman et al.’s (2006, p. 2) statement, “In 
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general terms, transfer of learning occurs when prior learned knowledge and skills affect the 
way in which new knowledge and skills are learned and performed.” Both these definitions 
describe what happens when transfer occurs, but do not say what constitutes transfer. A 
definition of transfer in the specific workplace environment is provided by Broad and 
Newstrom (1992b, p. 6); “The effective and continuing application by trainees to their jobs, 
of knowledge and skills gained in training – both on and off the job”. The inclusion of 
effectiveness, the implication of continual application and the mention of application “off 
the job”, suggest that transfer may be a more complex entity than originally considered in 
classic definitions. A useful definition has been offered by Blume and colleagues who define 
transfer as consisting of two major dimensions; 
Generalisation – the extent to which the knowledge and skill acquired in a learning 
setting, are applied to different settings, people, and/or situations from those 
trained. 
Maintenance – the extent to which changes as a result of a learning experience 
persist over time (Blume et al., 2010, p. 1067) 
Despite the difficulties in capturing an acceptable definition, there is, as Leberman et al. 
(2006) aptly describe an “unequivocal awareness” of the importance of transfer. They state: 
“There is recognition that transfer is a core concept in learning and relates to both 
process and outcome. It helps us learn by facilitating the storage, processing, 
remembering and retrieving of information. Every time learning occurs previous 
learning is used as a building block. Not only is it the very foundation of all 
subsequent learning but it is also important for other cognitive activities such as 
thinking, reasoning, planning, metacognition, decision-making and problem-solving. 
It is therefore the very essence of understanding, interacting and creating” 
(Leberman et al., 2006, p. 3). 
2.6.2 Background Assumptions 
Given that a definitive definition is problematic, it is useful to examine some core 
assumptions that have developed over the period of organisational transfer research. 
Holton and Baldwin (2003) identify five core assumptions. 
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1. Transfer is a function of a system of influences – not just of learning or 
intervention design. 
In line with classic definitions, transfer research was, for many years, focused solely on the 
design and delivery of interventions. In 2000, Holton, Bates and Ruona (2000) developed a 
wider lens from which to view transfer, by claiming that every factor about the person, the 
learning environment and the organisation, influences the transfer of learning into on-the-
job performance. This concept of a system of influences builds on the work of Broad and 
Newstrom’s (1992) nine cell model of transfer which identified the need to consider the 
importance of the actions of participants, facilitators and the supervisors, before, during and 
after a learning event (Broad & Newstrom, 1992b).  
The systems approach also aligns with Senge’s (1995), work which recognises the systemic 
influences required to build what he termed “learning organisations”. Holton et al. stated, 
“Transfer can only be understood and influenced by examining the entire system of 
influences” (Holton III & Baldwin, 2003, p. 6). Swanson (2003, p. 119), draws attention to 
systems and away from the individual participant by contending that transfer problems are 
not psychological problems but are largely systems problems. He states “transfer of training 
is not the problem, improving the performance of the host system is the problem”. 
The need to focus on the whole system parallels the work of Noblet and La Montagne 
(2008), who recognise the importance of acknowledging the role of the host system in 
workplace health interventions. Consideration must be given to the complex environment in 
which it is hoped that transfer will occur, rather than focusing solely on the individuals 
involved. The issue of whether the focus should be on the individual or the organisation is 
an important one. Underpinning the approach to the current study, is the view that 
organisations are people and people are organisations. Individuals working within 
organisations ultimately make the decisions around processes and systems, therefore the 
two are inextricably linked. Limiting the focus to one or the other is not a systems approach. 
A holistic view attempts to examine both. This perspective is evident in the Learning 
Transfer Systems approach discussed later in this section.  
2. Transfer is not necessarily resistant to intervention 
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This assumption is based on the recognition that many interventions leave transfer to 
chance. The authors contend that this lack of attention to transfer is the cause of “dismal 
reports of transfer yield” (Holton III & Baldwin, 2003, p. 7). While it appears that planning 
for transfer would be inherent in any intervention, this may not be the case in many 
instances. Further, the authors contend that the process of accumulating evidence on what 
works in which contexts is important for future transfer research. 
3. Achieving transfer does not require substantial new processes and systems 
The authors believe that while business as usual will not produce the desired changes, they 
remind the field that substantial transfer can be achieved without implementing new and 
complicated systems and structures. They contend that gains in transfer will happen when 
learning is well integrated into process and reward systems that are already in place in the 
organisation. This view aligns with that of Noblet and La Montagne (2008) who suggest that 
workplace stress interventions, should, where possible, align with current workplace 
systems and practices. 
4. Transfer interventions will be most successful where the explicit goal is 
performance improvement. 
This assumption refers to the motivation behind the initiation phase and selection of 
participants for learning activities in organisations. If individuals attend interventions as a 
reward or as recognition of status, or if the event is for assessment, then the focus on 
change in performance outcomes is at risk of becoming secondary. While this issue may not 
at first appear particularly relevant to workplace health and wellbeing interventions, it is 
possible that such motivations could covertly slip into the decision making at the initiation 
stage. Such an approach could potentially cloud the focus on the real health-related 
outcomes of the intervention. Additionally, there is a risk in a policing environment that a 
deficit approach to learning means that interventions are viewed as strictly remedial. Even 
though they are performance based, a deficit approach can negatively affect participant 
motivation. 
5. Transfer is multi-dimensional 
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While it is generally accepted that transfer is the application of learned skills; 
acknowledgement and consideration of the varying types of transfer is often obscured 
(Holton, 2003b; Leberman et al., 2006). Holton and Baldwin (2003, p. 8) state “It is 
important to have some degree of clarity about the nature of the transfer of interest before 
designing and evaluating particular interventions.” To provide clarity about the nature of 
the transfer that is desired in the current intervention, three approaches to transfer have 
been identified for discussion. These approaches are outlined in the following section.  
2.6.3 Varying Approaches to Transfer 
Three approaches to transfer are discussed in this section. They are transfer distance, 
transfer as preparation for future learning and a sociocultural approach to transfer. 
2.6.3.1 Transfer Distance 
The concept of transfer distance is particularly relevant to this study. Holton and Baldwin’s 
Conceptual Model of Transfer Distance uses a continuum which metaphorically presents 
transfer distance as “the gap between the learning environment and application in the job 
environment” (Holton III & Baldwin, 2003, p. 11). The model combines what occurs 
cognitively for the individual, with the process of performing in the workplace. The six key 
events in the continuum are represented as nodes (see Figure 6, Transfer Distance 
Conceptual Model p. 86). Nodes 1,2 and 3 make up the first phase, the learning process and 
this is the focus of most interventions (Bransford & Schwartz, 1999). The cognitive state of 
“knowing that” is only a starting point, because for transfer to occur, one needs to move to 
node 2, of “knowing how”. These two nodes are the minimum learning to allow transfer. 
Holton’s first two nodes link clearly to the second and third stages of the Conscious 
Competence model discussed in section 2.5.2, namely, conscious incompetence (recognition 
of not knowing) and conscious competence (knowing and practising). The nodes also relate 
to the novice learner and advance beginner stages of the Dreyfus and Dreyfus skill 
acquisition model discussed in section 2.5.2. Between them, they provide valuable insight 
into the importance of the germinating stage of transfer of learning. 
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Figure 6. Transfer Distance Conceptual Model (Holton and Baldwin, 2003, p. 11) 
Holton and Baldwin (2003), use an example of a workplace coaching development 
programme to illustrate what each node might mean. Fortuitously the example closely 
mirrors the coaching-of- coaches process taken in the current study, (although the current 
study added an” observation of expert” stage between nodes three and four). Holton and 
Baldwin describe: 
Node 1 learning the characteristics of effective coaching 
 Node 2 learning the steps effective coaches use to conduct coaching sessions 
 Node 3 role-plays during training to practice coaching skills 
 Node 4 trying out the new coaching skills in a coaching session with an employee a 
few weeks after training 
 Node 5  continuing to coach employees on a regular basis so the new coaching skills 
become more natural for the learner as success is experienced 
 Node 6 building on the principles of coaching to create more empowered employees 
who are self-directed (Holton III & Baldwin, 2003, p. 12) 
 87 
Conceptualising transfer in this way is useful for creating an awareness that choices made in 
the initiation, design and delivery stages of an intervention will, and do, impact on the 
outcome in the long term. The current study’s leadership and coaching programme hope to 
see evidence of generalising for far transfer exhibited by the participating sergeants.  
Applying a transfer lens will enable the identification of specific constructs that present as 
enablers or barriers to transfer. A further transfer conceptualisation which is useful to the 
current study is transfer as preparation for future learning. 
2.6.3.2 Transfer as Preparation for Future Learning  
Bransford and Swartz’s (1999) view of transfer as Preparation for Future Learning (PFL), 
while rooted in formal education, is important to the workplace learning field because it 
emphasises the ability to learn during transfer. The PFL approach adds value to the Transfer 
Distance Conceptual Model (Figure 6, p. 86), by placing emphasis on the view that transfer is 
an evolving process, where the learner is continually integrating current knowledge and 
creating something uniquely new to them. The concept of contrasting cases, where 
individuals notice differentiation is fundamental to the view of transfer as preparation for 
future learning. Garner provides an excellent illustration of the role of contrasting cases 
(Garner,( 1974) cited in  Bransford & Schwartz, 1999) 
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Figure 7. How Would You Describe This Figure? 
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Subjects are asked to look at a figure such as the one on the previous page (Figure 7, p. 87), 
and asked: “How would you describe this figure?” Most answer that it is a grid with letters –
or it may be described as a set of lines. This figure becomes known as the standard figure 
and is then shown in the context of another figure. At this stage, people start noticing 
shape, size and symmetry. This contextualising of current understanding could go on 
indefinitely with greater and greater discernment occurring (e.g., font size, line thickness, 
ink colour), as contrasting cases build the opportunity to notice. This simple experiment 
explains the process of categorisation of knowledge, described by Broudy (1977) where 
learners progress from “knowing that” (replicative knowledge) and “knowing how” 
(applicative knowledge), to what he terms “knowing with”. Bransford and Schwartz (1999, 
p. 70) state, “By ‘knowing with’ our cumulative set of knowledge and experiences, we 
perceive, interpret and judge situations based on our past experiences” and ...“Broudy 
emphasises that much of the knowledge that supports ‘knowing with’ is tacit and may be 
unavailable for recall except in its most skeletal form.” The opportunity for the learner to 
generate their own ideas about a phenomenon is important as it enables them to contrast 
their own thinking with others, including experts (Bransford & Schwartz, 1999).  
The focus on extended learning in the Preparation for Future Learning, draws attention to 
the importance of activities and experiences that will develop the dispositions proposed by 
Claxton as necessary for building learning power (Claxton, 2002). Claxton’s 4R’s, introduced 
in section 2.5.1, include specific learning power skills such as listening, imagining, 
empathising, discussing, self-evaluating, reasoning and something he calls “self un-sticking” 
(Claxton, 2013). Put into a workplace coaching context it is not difficult to imagine how 
important such skills are for the transfer of learning. The skill of imagining, for example, can 
be integrated into programme design. Opportunities can be provided for participants to 
imagine how they will apply the skills they are learning, imagine the kind of support they will 
need and can seek; imagine who or what might create barriers and how they might deal 
with them and, imagine the positive outcomes of their efforts to apply new skills.  
The ability to imagine, to empathise, to listen and to develop other critical skills, allows 
individuals the opportunity to examine their mental models. Mental models about expertise 
frequently include the notion that to be an expert one must have all the answers. The 
notion of being an “accomplished novice” (Bransford & Schwartz, 1999, p. 81), rejects the 
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finished expert view and allows the learner to actively pursue new and unique learning 
opportunities and hence new and unique knowledge and understanding. Bransford and 
Schwartz (1999, p. 93), state,  
“The Preparation for Future Learning perspective highlights the importance of 
dispositions that affect future learning. Future learning frequently requires “letting 
go” of previous ideas, beliefs and assumptions. Effective learners resist “easy 
interpretations”, by simply assimilating new information into their current schema: 
they critically evaluate new information and change their views (accommodate) 
where necessary.” 
Effective learners develop the ability to make progressively finer distinctions about what is 
occurring in any situation.  
2.6.3.3 A Sociocultural Approach to Transfer 
Having discussed transfer distance and transfer as preparation for future learning, a third 
approach to transfer, a sociocultural approach is also relevant to the current study. A 
sociocultural approach to learning transfer in the workplace is advocated by Bresnan et al. 
(2003), Anouli (1993), and Boreham and Morgan (2004). Their research findings stressed a 
need to understand the role of socialisation in the workplace, the importance of a positive 
organisational climate and the positive influence of strong champions for change. 
Champions of change can be the promoters of work-based social support. Work-based 
social support is identified as an important variable in the development (or prevention) of 
job strain (Cohen & Wills, 1985; Karasek & Theorell, 1992; Terry, Nielsen, & Perchard, 1993). 
It is important in the current study to understand where that work-based social support 
comes from and how it impacts upon the transfer of supportive leadership competencies. 
Stress intervention research by Donaldson-Feilder et al. (2011) cites the importance of the 
role of supervisors in influencing workplace stress intervention outcomes. Supervisors have 
considerable influence over the social support that is available in the workplace, through 
their own attitudes and actions around social support and through the ways that they 
manage the work. This makes supervisors potential key players in the likelihood, or not, that 
learning will be transferred. Similarly, peer support has been suggested as important by 
some transfer researchers (e.g., Hatala & Fleming, 2007; Leberman et al., 2006). The 
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literature has identified that leader and peer behaviour impact significantly on transfer (e.g., 
Holton and Baldwin, 2003; Leberman et al., 2006). McDonald (2006) identified the role of a 
range of sociocultural factors. Therefore, a key consideration in the current study is 
understanding the role of sociocultural factors such as peer and supervisor support in 
influencing the transfer of learning. 
Together the three approaches to transfer (transfer distance, transfer as preparation for 
future learning and the sociocultural approach to transfer) are important considerations for 
the current study because they highlight that transfer is not linear but rather it is a complex 
process with many influential variables requiring attention in workplace stress 
interventions. The complexity of transfer as described in these approaches suggests that 
evaluating transfer may be a challenging process. Therefore, systematic exploration of the 
barriers and enablers to transfer will contribute to the conceptual and practical 
understanding of the construct. The final part of this transfer section briefly examines the 
transfer research and evaluation literature. 
2.6.4 Transfer Research and Evaluation 
This section examines four approaches to transfer research and evaluation. Examining the 
evaluation of transfer is important for understanding the challenges involved with 
evaluation and, particularly for the current study, the importance of understanding the 
constructs that enable or are barriers to transfer. 
2.6.4.1 Kirkpatrick’s Approach to Transfer Evaluation 
Kirkpatrick (1998), made the initial contribution to the transfer evaluation literature in 1959 
with his four-level model for evaluating training programmes. Level one was the 
participant’s response to the programme (commonly referred to as “happy sheets”). Level 
two was concerned with what the participants learned; level three was whether the 
learning was transferred (on the job behaviour) and level four asked whether the objectives 
of the training were evidenced in organisational results.  
Level one of the model is widely used in organisation training contexts but the model in its 
entirety has not been widely applied (Cheng & Hampson, 2008). The reasons for this are 
varied, not the least being the difficulty in determining which variables are having which 
effects in which situations. Further, the underlying assumptions that the four levels are 
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arranged in ascending order; causally linked and positively related to each other, has been 
found to lack empirical support (Holton, 1996). 
2.6.3.2 A Meta-analytical Approach to Transfer Evaluation 
A meta-analytical study by Blume et al. (2010) led to the development of a number of 
important recommendations for the future of transfer research. The review was based on 
89 empirical studies and led to an assertion that the way in which transfer is operationalised 
and measured is so varied and problematic that it is impossible to “disentangle the true 
relationships from the measurement issues.” (Blume et al., 2010, p. 1094). The meta-
analysis identified a range of individual, process and contextual factors that predicted 
learning transfer. Of all the variables studied, the largest relationship to transfer was for 
cognitive ability. Moderately strong relationships were found between transfer and other 
trainee characteristics such as conscientiousness, pre-training self-efficacy, voluntary 
participation, motivation, neuroticism and learning goal orientation. There were only 
modest correlations between goal setting and transfer. Organisational constraints had a 
negligible relationship to transfer, based on a limited number of studies. The study 
recognised the difference between transferring closed skills (discrete tasks that must be 
identically produced and can be easily observed) and open skills (highly variable skills with 
no single correct way). Therefore, the study identifies a gap in the transfer literature on 
reporting on the transfer of training of specific types of skills, “For example, what should be 
the content and preferred delivery method of a training programme for leadership skills, 
and how should it be structured differently across different learner populations and 
organizational contexts?” (Blume et al., 2010, p. 1095). The current study contributes to 
addressing this gap in the literature through exploration of the relationship between the 
wider transfer environment, the intervention and the individuals involved. Further, it is 
important to note that much of the transfer research has been based on interventions 
spanning a very short period (mostly measured in hours, not days). The current study, 
therefore, is one of the few studies to investigate barriers and enablers of learning transfer 
within training and development programmes lasting weeks and months (not hours). 
2.6.3.4 The PFL Approach to Transfer Evaluation 
The Preparation for Future Learning (PFL) approach to measuring transfer contends that, if 
what one currently knows is important for future learning, then one should be measuring 
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the dynamic nature of the learning and “capture the dispositions that influence people’s 
learning rather (they) capture only the dispositions that affect test-taking” (Bransford & 
Schwartz, 1999, p. 88). The authors contend that measuring or testing for transfer 
immediately after the learning event, which they call direct application (DA), is partly 
responsible for poor transfer outcome interpretation. Similarly, they state that testing for 
transfer by removing or isolating the learner from resources normally available will yield 
poor transfer results. They explain that transfer is often difficult to measure, simply because 
researchers are blind to its presence. “Prevailing theories and methods for measuring 
transfer work well for studying full blown expertise, but they represent too blunt an 
instrument for studying the smaller changes in learning that lead to the development of 
expertise” (Bransford & Schwartz, p. 66). 
While the current study is not measuring transfer in a test-taking environment, Bransford 
and Schwartz’s view of transfer as preparation for future learning is relevant. The 
preparation for future learning approach is relevant because it reminds us to be aware of 
specifically what “dispositions” we are seeking to embed during the intervention, to identify 
how we intend to achieve those dispositions and to be cognisant of the contextual factors 
that enable or prevent them being operationalised in the workplace. Conceptualising 
transfer in this way is useful to this study as it draws attention to choices made in the 
initiation, design and delivery stage of an intervention, which will impact on the outcome in 
the long term. Researchers and consultants must ask themselves “what is it that we are 
trying to achieve and is what we are planning and executing likely to lead to that outcome?” 
In simple terms, this is about having clarity about the objectives of an intervention, not 
losing sight of those objectives during the process and ensuring those objectives are used to 
assess the effectiveness of the intervention. 
2.6.3.5 The Learning Transfer System (LTS) Approach to Transfer Evaluation 
The Learning Transfer System (LTS) approach to transfer is based on the premise that 
learning transfer occurs within a system (Holton et al., 2000). This systems approach 
combines an earlier approach to transfer that recognised the individual’s role in transfer 
with a broader socio-cultural approach to transfer (Holton, 2003a). The LTS approach is 
congruent with the building learning power theories of Claxton (2002), and the double-loop 
learning and reflective practise theories of Argyris and Schon (1978), which were discussed 
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earlier in section 2.5.1. It also has a strong alignment to Senge’s (1995), approach to 
organisational performance which recognises the critical role of organisational learning in 
organisational performance. The LTS approach acknowledges the role of the individual’s 
cognitive capacity to absorb new knowledge but moves beyond that approach by examining 
the wide array of variables that make up the system which can impact on transfer. Holton et 
al. (2000), illustrate the potential challenges individuals face when attempting to transfer 
their new learning to on the job performance, with the example of a worker who returns 
from a learning event only to be criticised by her boss for her “new way of doing things”. 
This socio-ecological approach to transfer endeavours to provide a deeper and more 
comprehensive view of the environments in which transfer is expected to occur. Hence 
transfer, as conceptualised in the LTS, is the approach chosen for the current study and is 
described in further detail in the methodology section (pp. 106-109). 
The findings of three transfer studies provide the rationale for the LTS approach taken in the 
current study. Leberman’s (1999) case study of Accident Rehabilitation Case Managers 
identified the importance of experiential/action learning course design which incorporated 
both personal and professional development modules. McDonald (2006) researched 
transfer in a professional development programme for Cook Island teachers and identified 
the importance of understanding the cultural context and the importance of preparation, 
experience and reflection. The role of social support was a key determinant and the 
emphasis on transfer as preparation for future learning linked with the notion of “knowing 
with” to assist the integration of the new learning into workplace practices. A third study by 
Doyle, (2006) examined transfer in a Bachelor of Business distance programme. Findings 
also supported the notion of transfer as preparation for future learning and the importance 
of addressing transfer as “a core outcome to be explicitly addressed in the development, 
delivery and evaluation of all educational courses and programmes” (Leberman et al., 2006, 
p. 97). Each of these studies emphasised the importance of the participant voice in 
contributing to understanding what is effective within different contexts. The notion of 
participant voice strengthens the view that coaching is more effective if the tasks and goals 
are led by the coachee, not the coach. Participant voice has the potential to address some of 
the challenges currently faced in workplace stress intervention evaluation. 
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2.6.5  Transfer Summary 
Transfer is recognised as a fundamental issue in workplace learning and, as such, it should 
receive appropriate attention (Blume et al., 2010; Broad & Newstrom, 1992a; Cheng & 
Hampson, 2008; Holton, 2003b; Holton et al., 2000; Leberman et al., 2006; Machin & 
Fogarty, 1998; McLagan, 2003). Transfer theory has evolved from a transactional approach 
to knowledge acquisition, through to approaches that recognise transfer as an evolving 
process where previous learning is impacted upon by new knowledge and understanding – 
enabling the learner to create something unique to them. Transfer is recognised as a 
function of a system of influences that are not resistant to goal-based interventions. 
Learning transfer is fundamental to the outcomes of the current study. Taking a transfer 
approach in this study may provide key insights into the barriers and enablers to influencing 
the psychosocial work environment through supportive leadership interventions. 
2.7  Summary of Literature Review  
The breadth of literature reviewed in this chapter is indicative of the range of considerations 
that needed to be taken into account when attempting to understand the complexities 
involved in developing, implementing and evaluating a leadership development and 
coaching programme aimed at preventing and reducing job stress. Clearly workplace stress 
is an issue demanding attention for human, social and economic reasons. Supervisor 
behaviour has been identified as a key contributor to worker stress – both positively and 
negatively - and represents an important target for strategies aimed at preventing and 
reducing job stress. The review has determined that there is a need to improve 
understanding of the broad range of contextual and process factors that detract from or 
support behavioural change in stress prevention programmes, especially within initiatives 
aimed at improving supportive leadership among frontline leaders. Organisational culture 
and the resulting leader and follower behaviours were identified as key contextual factors, 
particularly in a policing environment. 
There were limited studies identified where improving employee wellbeing outcomes was 
the purpose of leadership development programmes. However, links were identified 
between the competencies in non-wellbeing focused studies and the supportive leadership 
behaviours identified in the workplace stress literature. The leadership development in 
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policing literature recognised a need for further research in experiential-based activities 
such as coaching. The coaching literature identified managers as suitable targets for 
coaching to improve leadership behaviours. Embedding the coaching in leadership 
development programmes was considered a positive approach. The review of leadership 
development and coaching literature identified a unifying call to evaluate in ways that will 
lead to greater understanding of what works and why. 
The review of learning literature identified learning as a process of reflective inquiry, 
conceptualisation and active experimentation. Worldviews (disclosive spaces) were 
identified as having the potential to subtlety or dramatically change professional practice. 
The capacity to make changes (such as those required to improve supportive behaviours in 
the workplace) depended on the ability to critically reflect on one’s own behaviour. 
Typically, the learning environments that exist in policing services are not conducive to 
reflection and due to a range of factors including the challenge of learning and leading in a 
command and control environment. 
Transfer of learning was defined and varying approaches to transfer presented. The notion 
of transfer distance, transfer as preparation for future learning and the consideration of the 
sociocultural environment were identified as important lenses through which to view the 
LDCP and its environment. A key finding from this part of the review is that for changes in 
managerial behaviour to occur after taking part in a leadership development programme, 
the learning from that programme must in some way be transferred into everyday 
workplace practice. The literature confirms that assessing a leadership and coaching 
approach to stress prevention through a transfer of learning framework could help identify 
a range of environmental, organisational, intervention and person-specific factors that could 
undermine and/or enhance learning transfer. Further, examining the full range of barriers 
and enablers to learning transfer represents an important first step in developing strategies 
that can address the barriers while at the same time building on and extending the 
facilitating factors. Coupled with other intervention research that considers process and 
contextual factors influencing leadership development and coaching strategies, the findings 
from the current study can help to identify how intervention project coordinators can take 
those barriers and enablers into account when planning and implementing interventions. 
The following chapter details the methodology used in this study. 
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CHAPTER THREE: RESEARCH METHODOLOGY 
3.1 Introduction 
This chapter describes the research methods used to undertake the current investigation. 
The first section addresses the aim of the study and reiterates the research questions. The 
chapter then briefly outlines the paradigmatic base for the study followed by an explanation 
of the methodology. My role as the author of this thesis and a member of the University 
research team is discussed, and the remainder of the chapter describes the specific methods 
employed to complete the study. The methods section begins with a background to the 
study followed by a description of the design and development stages of the programme. 
The chapter concludes with a description of the data sources and data analysis methods. 
The primary aim of this thesis is to explore the barriers and enablers to the transfer of 
learning in a leadership development and coaching programme. The programme was 
designed to influence police sergeant’s leadership behaviours which are known to impact on 
the psychosocial working environment and wellbeing of their direct reports. The thesis asks 
“what are the factors across the environment in which policing occurs, the organisation, the 
intervention and the individual that might impact on the transfer of learning? What are the 
barriers to transfer and what are the enablers and how might they interact with and 
influence each other to impact on learning transfer?” 
The literature reviewed in the previous chapter indicated that leadership development 
programmes were a legitimate strategy for improving the psychosocial working 
environment and, in-turn, for impacting positively on employee wellbeing. However, the 
results of such programmes are mixed and this is partly due to the limited understanding of 
the factors that contributed to the outcomes. There have been no studies identified where a 
transfer of learning lens has been applied to gain greater understanding of the context and 
process-related factors that have helped or hindered stress prevention interventions. This 
study therefore applies such a lens. A basic premise underpinning the study is that for 
employee wellbeing to be influenced by leadership development, the supervisors, line 
managers, team leaders and other personnel taking part in these initiatives need to be able 
to apply their newly acquired supportive leadership competencies on a daily basis. 
Identifying and understanding the barriers and enablers to consistently applying these 
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behaviours in practice could therefore help uncover the types of strategies that 
organisations can use to overcome or minimise the barriers while at the same time 
maximising the benefits of the enablers.  
3.2 Research Question 
This study was designed to answer the following question: 
“What are the barriers and enablers of transfer of learning by frontline police leaders 
participating in a leadership development and coaching programme designed to 
improve the psychosocial work environment in two metropolitan police stations?” 
The intervention logic (Figure 8, below) used to guide development of the CHW pilot 
programme suggests that leadership development programmes which have robust 
group/individual coaching of sergeants will produce an identifiable improvement in 
supportive leadership competencies, thus impacting on psychosocial conditions, which will 
in turn impact positively on constable wellbeing. For the desired stress prevention outcomes 
to occur, the participating sergeants must be able to transfer their learning into workplace 
practices. This study explores the factors surrounding and within the intervention to deepen 
understanding of the barriers and enablers to the transfer of learning into workplace 
practice. 
 
 
 
 
 
Figure 8. The intervention 
3.3 Research Paradigms 
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in a variety of ways, as writers make sense of what has influenced their choices (Merriam, 
2009). For example, constructivism is considered by some as an epistemological stance and 
by others as a broad theoretical perspective (Cresswell, 2014). The explanation chosen in 
this study is that of Crotty (1998). Crotty (1998) conceptualises the research process as 
involving four elements: epistemology, theoretical perspective, methodology and methods. 
A summary of the four elements in the current study is shown in Figure 9, Summary of the 
Methodological Framework, (p. 99). 
3.3.1 Epistemology 
For Crotty (1998, p. 8) epistemology is “concerned with providing a philosophical grounding 
for deciding what kinds of knowledge are possible and how we can ensure they are both 
adequate and legitimate.” The predominant epistemology informing this study is that of 
constructivism. Crotty suggests that a constructivist approach puts all understandings, both 
scientific and not scientific on the same level – they are all constructions. Constructivism 
considers that meaning is not discovered, but rather it is constructed. “Researchers do not 
“find” knowledge, they construct it” (Merriam, 2009, p. 9). Different people can derive a 
different meaning from the same phenomenon. The suggestion is not that interpretations 
are of no use, rather that interpretations cannot be claimed to be solely correct or true. In 
contrast, a positivist philosophical orientation assumes that reality is observable, stable and 
measurable, and such reality is labelled as scientific (Cresswell, 2014; Merriam, 2009). 
Lincoln, Lynham and Guba (2011) identified that the recognition of values as “a major point 
of departure between positivist conventional modes of inquiry and interpretive forms of 
inquiry. Thus, individual values are the place from which people involved in research 
construct their realities. While there is no place for identification or exploration of values in 
a strictly positivist approach, values recognition is congruent with the shift towards social 
action in research (Lincoln & Guba, 2000; McNiff, 2008). Recognising that individuals 
construct reality is a useful approach to take when working within organisations because it 
helps explain the complex social interactions that occur in such environments. Researchers 
with a constructivist philosophical stance are aware of the diverse range of individual 
realities, including their own. In the current study, the diverse realities include those of the 
sergeants, their supervisors and junior officers (Probationary Constables to Constables), the 
police coaches and the university research team members. If researchers can capture and 
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‘hold the space’ for those varying realities, then in examining them, they can more 
accurately interpret the complex, ambiguous environment they are attempting to 
understand.  
3.3.2 Theoretical Perspective 
Theoretical perspective relates to the philosophical stance that lies behind the chosen 
methodology (Crotty, 1998). Theoretical perspective is a “statement of the assumptions 
brought to the research task and reflected in the methodology” (Crotty, 1998, p. 7). The 
theoretical perspective in this study is interpretivism. The intent of interpretive research has 
been described as being to “explore perspectives and shared meanings and to develop 
insights into situations” (Wellington, 2000, p. 16). An interpretive approach recognises 
multiple realities, and that knowledge is context bound. The role of the researcher with an 
interpretive approach is to “understand, explain and demystify social reality through the 
eyes of different participants” (Cohen, Manion, & Morrison, 2007, p. 19). One of the 
criticisms of an interpretive approach is the inability to generalise to other situations. 
However, the research will resonate with other practitioners, particularly in the case of 
action research, where local theories for practice are created, rather than generalizable 
findings. An interpretive approach in the current study allows for the identification and 
understanding of the many ways in which study participants interpret their environment 
and its specific impact on the sergeant’s capacity to learn and develop.  
The constructivist epistemological stance in the current study logically flows to the 
interpretivist theoretical perspective discussed above which in turns flows to an action 
research methodology. A range of views exist in the literature regarding the epistemology - 
methods link, with some considering the link to be critically important and others less so. 
For example, Green and Caracelli (2003, p. 96) state, “what matters most is responsiveness 
to the demands of the inquiry context.” In action research the demands of the inquiry 
context are paramount, so in this case the epistemological (constructivist), and 
methodological (action research), link is strong. Action research methodology allows for 
interpretation of the knowledge that is constructed in and around the leadership 
development and coaching intervention. The following section presents the background and 
rationale for the use of an action research methodology in this research project. 
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Figure 9. Summary of the Methodological Framework 
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action inquiry, action learning, action science, insider action research, [(Fernie & Smith, 
2010; Gill & Johnson, 2002; Streubert-Speziale, 2006)]. Instead, the aim will be to explain 
the underpinning principles and characteristics of action research briefly. The rationale for 
an action research approach in the current study is then discussed followed by an 
explanation of the issues created by the unique characteristics of action research within the 
policing context. 
3.4.1.1 What is Action Research? 
The origins of action research are in the work of social psychologist Kurt Lewin in the 1930’s. 
Lewin and his students conducted quasi-experimental factory based and neighbourhood 
based tests showing that democratic participation rather than autocratic coercion could 
positively influence productivity and law and order (Adelman, 1993). The action research 
approach provided details of “how to develop social relationships of groups and between 
groups to sustain communication and co-operation” (Adelman, 1993, p. 7) Action research 
has evolved to be widely used, particularly in the educational and nursing fields. In the 
modern era, action research is highly influenced by context, resulting in a wide and 
somewhat confusing array of approaches, assumptions, principles, terminology and 
concepts used to explain the methodology (Fernie & Smith, 2010; McNiff, 2010).  
Creating a “one size fits all” definition of action research is unlikely to meet the needs of all 
practitioners working in this area. As an example, McNiff (2008, p. 6) provides a broad and 
simple definition of action research by stating “action research is a way of investigating your 
practice in order to improve it.” McNiff’s use of the word “your,” indicates an 
epistemological position which views action research as a very personal activity. This self-
reflective nature of action research is recognised across the domain. However some writers 
share a concern that too much self-focus can detract from the purpose of the study 
(Somekh, 1995). A range of other definitions is offered which describe some, or all of the 
underlying assumptions of action research, (Fernie & Smith, 2010). Other researchers prefer 
to view action research as a continuum of methods from outsider to insider models. This 
latter view has the traditional, sociological approach of the researcher as outsider and 
expert at one end, while at the other end are those approaches where there is a 
collaboration or where the researcher is also the researched (Streubert-Speziale, 2006). 
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Further examination of the core principles and characteristics will assist in determining how 
the current study fits within this broad domain. 
3.4.1.2 Core Principles 
There is general agreement on the core principles of action research. The broad principles of 
justice and democracy and the right of individuals to express their views and for others to 
listen, appear throughout the literature (Fernie & Smith, 2010; McNiff, 2010; Robertson, 
1994; Streubert-Speziale, 2006; Whitehead, 2005). McNiff, (2010, p. 9), goes further by 
including, “the right of each individual to show how and why they have given extra attention 
to their learning in order to improve their work, and the deep need to experience truth and 
beauty in our personal and professional lives.” This personalised view of research, while at 
odds with positivist methodology is viewed as both valid and valuable when applied in the 
appropriate settings. (Fernie & Smith, 2010; Streubert-Speziale, 2006; Whitehead, 2005).  
3.4.1.3 Fundamental Characteristics 
There appears to be universal agreement that action research is context bound, is cyclical 
and involves reflection, and the creation of change (Fernie & Smith, 2010; Gill & Johnson, 
2002; McNiff, 2010; Streubert-Speziale, 2006). When action research occurs within the 
context of the workplace, it is bound by the values and culture of that environment. 
Somekh, (1995), highlights the significance of understanding the context by stating that 
while there are commonalities, different environments have vastly different cultures and 
discourses which shape the behaviours of the participant researchers. There is, therefore, a 
recognised need for action researchers to articulate their value base in their research 
(Fernie & Smith, 2010; McNiff, 2010; Robertson, 1994; Somekh, 1995; Streubert-Speziale, 
2006; Whitehead, 2005). This acknowledgement of one’s value base becomes an overt lens 
through which the researcher conducts the research.  
The cyclic nature of action research involves an action plan which has the researcher 
reviewing current practice, identifying an area for potential improvement, imagining 
different ways of dealing with the issue and trying out new ways of behaving.  They then 
reflect on what happens, modify, monitor, evaluate and readjust again (McNiff, 2010; 
Whitehead, 2005). Kemmis and McTaggart (1981), describe an action research spiral 
involving a plan followed by action and observation then reflection, followed by a revised 
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plan. These moments of planning, observing, acting, reflecting and revised planning are not 
static, discrete steps, but moments in the spiral where eventually a critical perspective on 
practice is developed (Kemmis & McTaggart, 1981). This view aligns closely to Kolb’s 
experiential learning cycle (see Figure 5, p. 76). According to Kolb, the learner has a concrete 
experience which they reflect upon, conceptualise, and then experiment with, to return 
again to a concrete experience, where the cycle begins again (Kolb, 1984). Somekh (1995) 
expresses concern that a rigid approach views a cycle as a linear, equally proportioned 
series of events, rather than as an integrated process which matches the flexible and 
sometimes indiscriminate nature of the workplace.  
3.4.2 The Current Study 
The rationale for using an action research in the current study relates to the principles and 
characteristics of the methodology. The capacity of action research to develop a critical 
perspective on practice as described above by Kemmis and McTaggart (1981), aligned with 
the goal of the LDCP of improving supportive behaviours. Improvement of supportive 
behaviours would only occur if individuals could reflect, reconceptualise and experiment 
with changes. An action research approach provides that opportunity. The critical 
perspective on practice was as important for the research team as it was for the programme 
participants. Previous stress intervention research, for example, Biron et al. (2010), Nielsen 
and Randall (2012) and Biggs et al. (2014) has identified the need for a fresh approach to 
evaluation with attention given to the influence of process and context. Action research 
provides a vehicle for examining the process and context with the view to making change by 
taking the critical perspective throughout the process. The original work of Kurt Lewin’s 
(1947) application of social-psychological ideas to improve workplace practice in factories 
and neighbourhood settings, and subsequent development of action research in 
organisational development support the choice of an action research approach to examining 
workplace stress interventions. 
Using the principles and characteristics of action research as described above in section 
3.4.1, the following observations have been made of the current study about action 
research principles. The study sits closer to the insider end of the insider/outsider 
continuum. The location at the insider end of the continuum recognises the interpretive 
nature of the study because the university-based researchers (including myself), were 
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immersed in the process of the intervention design, implementation and evaluation. Our 
actions and interactions with each other and with the organisation were critical to how the 
intervention was planned and implemented and as such, were part of the data collection. 
The interactions with police staff in the stations meant that the University research team 
could be described as “outside insiders”. The current study also aligned with the action 
research core principles of the desire to improve work and the right to expression of views. 
The study was highly context bound, and reflection was required by both the university-
based researchers and the participants (participant/researchers). The leadership and 
coaching programme had a strong values base which linked it with action research 
methodology, the interpretive theoretical stance and the constructivist epistemology.  
The cyclic nature of action research was evident in the research design and implementation. 
Review of current practice, imagining and trying out new ways of behaving, reflecting, 
modifying monitoring, evaluating and readjusting as described by McNiff (2010), were 
fundamental to this study. The use of the term “cycle,” creates an impression of an orderly, 
logical process of events but the reality of the workplace means that this is not always the 
case. While changes in programme design from Station one to Station two were obvious 
cycles, there were other changes that occurred. An example of change in response to events 
in the programme was seen in the workshops and coaching sessions. While these sessions 
were delivered in a relatively orderly and uniform fashion, with subsequent reflection 
leading to decisions and changes, action and reflection occurred in an ongoing way 
throughout the sessions. Decisions were made in response to the analysis of previous 
actions, rather than based solely on predetermined cyclic processes. 
Figure 10, Action Research Cycles (see p. 105) shows how action research methodology 
underpinned the study via the three main groups of participants. The University research 
team focused on their contribution to the intervention process and its impact on individual 
participant behaviour. The coaches focused on their learning process and that of the 
sergeants. The sergeants were mainly focused on their own learning process and the 
subsequent support of their constables. All participants were encouraged to have a level of 
ownership of improvement in the psychosocial work environment in the station.  
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Figure 10. Action Research Cycles 
These cyclic processes were based on Kolb’s (1984) model of learning theory as introduced 
in the literature review (see Figure 5, p. 76). Concrete experience is followed by reflective 
observation, conceptualisation of what has occurred, followed by further experimentation 
leading to a new concrete experience. The strength of this action research process was that 
each of the participant/researchers was empowered to make necessary changes throughout 
the programme and gathered evidence to improve understanding of the enablers and 
barriers to those changes.  
Kolb identified that each stage of the process was equally important. Section 2.5 of the 
literature review (Learning to coach and lead using supportive behaviours, p. 75) identified 
that there were specific steps in the learning process and section 2.6 (Learning Transfer, p. 
81) identified a range of factors that could influence the learning transfer process. To 
answer the research question, which is to explore these factors, their relationship to each 
other and their subsequent influence on learning transfer, a transfer of learning lens was 
applied. 
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3.4.2.1 Learning Transfer System (LTS) as a Pedagogical Lens 
As stated in the introduction to this chapter (p. 96), the success of the LDCP was dependent 
upon the participating sergeants transferring their learning from the programme to their 
workplace and applying the supportive management competencies, on a daily basis.  
The learning transfer system pedagogical approach taken in this study is based on the 
Human Resource Development (HRD) Research and Evaluation Model (Holton III, 1996). The 
model hypothesises that the outcomes of development programmes such as the LDCP in 
this study are a function of (1) ability, (2 )motivation and (3) environmental influences 
(Holton, 2003b). Factors affecting ability to use the learning on the job are; the opportunity 
to use the learning; the individual personal capacity to try out the learning; the perceived 
content validity (i.e., how does this learning event relate to my job) and the transfer design 
(how the programme is designed, developed and delivered). 
Holton (2003b, p. 62) states, “Workers need both the ability to apply knowledge and the 
motivation to do so”. The motivation is described in terms of Motivation to Improve Work 
through Learning (MTIWL). The two components to MTIWL are beliefs that effort will 
change performance and that changed performance will lead to outcomes of value. Further, 
the model identifies two secondary influences on motivation. These are performance self-
efficacy (belief in capability) and learner readiness (prepared for meaningful learning). 
Environmental influences are the third group. As described in the literature review (Section 
2.1.4, p. 32), the immediate work environment is identified as influencing employee stress 
and as such can present significant barriers or enablers to the use of knowledge and 
expertise (HSE, 2012a; Noblet et al., 2009). Workplace environmental influences, otherwise 
described as the transfer climate consists of the following factors, feedback and 
performance coaching about learning use; supervisor support; supervisor opposition to the 
use of new knowledge and expertise. Two factors deal with peer relationships; peer support 
for new behaviours and group norms open for change. The final two factors deal with 
reward systems: the extent to which the personal outcomes for the individual are either 
negative or positive (Holton, 2003b). The addition in 2005 of “external events” and “linkages 
to organisational goals” to the environmental influences group meant that the HRD model 
covered every environmental area that had the potential to influence transfer. 
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Supporting the HRD Research and Evaluation Model is a Learning Transfer Systems 
Inventory (LTSI). The LTSI is an instrument that can be used in a variety of ways to enable 
organisations to better understand their learning and development environments (Holton, 
2003b). The constructs from the inventory (shown in Table 2, p. 107) were used as a 
framework for the design of the open-ended questions in the group and individual 
interviews undertaken in the current study (details of interviews in sections 3.5.5.2 and 
3.5.5.3 p. 121). The constructs were also used as the basis for coding in the data analysis 
stage. 
Table 2. Definitions of Constructs from Learning Transfer Systems Inventory 
Definitions of Constructs from Learning Transfer Systems Inventory  
The intervention 
Opportunity to use Extent to which trainees are provided with, or obtain resources 
and tasks enabling them to use the training on the job 
Personal capacity 
for transfer 
Extent to which the individuals have the time, energy and mental 
space in their work lives to make changes required to transfer 
learning to the job. 
Perceived Content 
validity 
Extent to which trainee’s judge training content to accurately 
reflect job requirements 
Transfer design Degree to which training has been designed and delivered to give 
trainees the ability to transfer learning to the job, and training 
instructions match job requirements 
The individual 
Motivation to 
improve work 
through learning. 
A combination of motivation to train and motivation to transfer (a 
higher order construct than motivation to train and motivation to 
transfer viewed as separate constructs). 
Self-efficacy An individual’s general belief in the ability to change performance 
at will 
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Learner readiness Extent to which individuals are prepared to enter and participate in 
training 
The environment 
Feedback and 
performance 
coaching 
Formal and informal indicators from an organization about an 
individual’s job performance 
Supervisor 
support/opposition 
Extent to which supervisors and managers are perceived to 
support or respond negatively to the use of new skills learned in 
training 
Peer support for 
new behaviours 
Extent to which peers reinforce and support use of learning on the 
job 
Group norms open 
for change 
Extent to which prevailing group norms are perceived by 
individuals to resist or discourage the use of skills acquired in 
training 
Personal outcomes 
negative or positive 
Degree to which applying training on the job leads to outcomes 
that are positive or negative for the individual 
 
The LTSI has shown strong evidence of construct validity, initial evidence of criterion validity 
and good cross-cultural validity (Holton, 2005). 
3.4.2.2 Process to Authenticate the Choice of Learning Transfer Pedagogical Lens 
To address the fidelity of using a learning transfer approach in the current study and to 
better interpret the data, I contacted the original designer of the Learning Transfer Systems 
Inventory (note; my rationale for the use of the first person is explained in section 3.4.3 
below). The current study did not use the instrument in its survey form, but rather explored 
the constructs qualitatively, so it was important to gain an in-depth understanding of the 
core tenets of the transfer principles. Email and Skype communication provided insight into 
the subtleties of the constructs and confirmation that the process used in this study aligned 
with its philosophical and structural base. For example, Professor Bates stated, “one of the 
things that this [organisational resistance to change], has led me to, is to take a broader 
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perspective and recognise the systems that support training, the reward systems, the 
accountability systems.... implies [we need to be] moving on to these larger issues” (R. 
Bates, personal communication, October 09, 2015). My explanations of the approaches 
taken in the study were validated and supported in the communication with Professor 
Bates, and this gave me considerable confidence when analysing and interpreting the data.  
3.4.3 The Role of the Researcher 
The use of the first person in this study is aligned to the philosophical stance of action 
research. As a practitioner- researcher I acknowledge that rigorous self-
evaluation/reflexivity will lead me to make judgements about the quality of my practice and 
my research of the practice. In using the first- person, I am acknowledging my values base 
impacts on the research and my responsibility to ensure that my knowledge claim is valid 
and worthy of consideration by the research community.  
In this study, each participant is a researcher of their practice. The programme is about 
using the workplace as an experiential learning environment for all those involved to 
improve their practice to in turn improve the psychosocial work environment. Therefore, I 
was one researcher not “the” researcher.  
I was involved in many interactions with the research design team during the programme 
design development and delivery phases, and to a lesser degree with the police officer 
participants during the delivery of the two final half-day workshops. Therefore, 
identification of personal values, assumptions and biases should be clarified early in the 
research process and continually reflected upon as the study progresses (Creswell & Miller, 
2000). This process is referred to as researcher reflexivity and is considered to improve the 
validity of qualitative research (Gouldner, 1970). The rationale that knowledge of the world 
cannot be advanced apart or separate from knowledge of self is fundamental to this 
leadership and coaching study. Robertson (1994, p. 75), in a leadership development study, 
highlighted the importance of reflexivity; 
“All of the time data is being interpreted it is filtering through the existing 
information, beliefs and experiences of the researcher. Critical inquiry which 
achieves reflexivity is, then, a mutually beneficial process for the development and 
self-awareness of both researcher and researched”  
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Therefore, the inclusion of a reflexive account in this section assists to illuminate how the 
researcher’s position may impact on the research process (Cresswell, 2014). I acknowledge 
the importance of critical inquiry, therefore, a reflective review of values, key assumptions 
and potential biases is provided below.  
I have explored my personal values base over recent years, particularly in relation to 
leadership development and wellbeing (my own and others). I strongly value learning and 
development and the pursuit of ways to improve people’s lives through learning.  
My lengthy employment in a policing environment has the potential to result in bias and is, 
therefore, a key consideration (even though my experiences were in New Zealand, not 
Australia). The risk is that the researcher is influenced by personal experiences (both 
positive and negative) and that these experiences could influence both the study data 
collection and analysis. The first defence against unnecessary influence is researcher 
awareness that bias exists (Cresswell, 2014). Active personal critical reflection and utilising 
peer support for reflective discussion can lessen the negative effect. There is an alternative 
argument that researcher experience within the organisation is a significant strength in this 
study due to the in-depth understanding that such involvement brings. Such intimate 
corporate and cultural understanding would not be possible for an outside researcher, 
particularly in a policing environment. I endeavour to acknowledge and honour personal 
experiences and worldviews, including my own. For example, in seeking to understand 
officers’ experiences I needed to remain aware that while I have had the opportunity to 
observe frontline police leadership, I have not had the experience myself. I, therefore, 
needed to remain curious and critical of interpretations of the data as it unfolded in the 
study.  
Researching the outcomes of a programme in which the researcher has a role in design and 
development, presents a potential risk of an inability to analyse the process and outcomes 
in an unbiased manner. Again, acknowledgement of the possibility of bias is the first 
defence, followed by personal and peer reflection. Some writers argue strongly that being 
close to the data is a strength and that researchers who are distanced from the “action” are 
limited in the degree of engagement and the potential for quality understanding 
(Weiss,1998, Whitehead, 2005). My lengthy experience in leadership development and 
coaching in a policing environment was useful in the design, development and 
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implementation of the LDCP. The question of whether my experience was a hindrance or a 
facilitator in evaluation is an epistemological one. In a discussion on the role of action 
researchers as “insider experts” McNiff (2008, p. 47), concludes that they become 
“authorised to make judgements about the quality of their own work,” when they maintain 
a professional desire to learn and a willingness to improve practice. Within this study, my 
recording of key observations throughout the research process and particularly after data 
collections sessions, then making personal judgements available for scrutiny through 
ongoing robust review significantly reduces the risk of bias.  
3.5 Methods 
Crotty (1998), describes research methods as the “concrete techniques or procedures 
we..use. The activities we engage in so as to gather and analyse our data.” As described in 
Chapter one, the current thesis sits within a broader Creating Healthy Workplaces (CHW) 
Project, which was designed to identify how to improve psychosocial working conditions 
through workplace- based interventions (see Figure 1 Current Study Context, p. 17). Data 
collected for the outcome based CHW project was available for analysis in the current study. 
3.5.1 Background to the Study – CHW Needs Assessment  
I became involved in the CHW Police pilot after the initial needs assessment was completed. 
My involvement began at the design and development stage, however, the needs 
assessment was an important stage in the intervention process requiring consideration for 
its potential role in learning transfer. Figure 1 (p. 17) shows the the stages of the 
programme in the right-hand column. The needs assessment stage occurred over a 6-month 
period, beginning with a survey in three police divisions measuring probationary officer’s 
levels of health and satisfaction (based on job satisfaction, job engagement, burnout, 
cynicism towards the organisation, and intention to quit). While overall levels of health and 
satisfaction were satisfactory, there were indications that both job satisfaction and 
organisational cynicism deteriorated over officers’ probationary period. 
Linear multiple regression analyses were then performed to identify the extent to which 
working conditions were associated with levels of health and satisfaction among 
participants. Four working conditions were identified as being closely linked, including; (1) 
supportive leadership, (2) workloads, (3) peer support, and (4) work-family conflict. In 
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general, higher levels of supportive leadership and peer support were positively related to 
officer health and satisfaction while workloads and work-family conflict had a negative 
relationship with the outcome variables.  
Eight focus group discussions were then undertaken to identify the specific circumstances in 
which working conditions may enhance or undermine officer wellbeing. These discussions 
produced an extensive list of specific stressors and satisfiers. A summary of these findings 
was presented at a one-day strategy workshop undertaken near the end of the 6-month 
period. 
The strategy workshop was attended by representatives from all ranks within the policing 
service (probationary constables to superintendents). Non-operational personnel such as 
occupational health and safety staff, welfare officers and academy instructors also took part 
in the workshop. The purpose of the workshop was to (1) prioritise the identified stressors, 
(2) analyse these stressors, (i.e., “dig down” and identify the “causes of the causes”), and (3) 
develop strategies that address the sources of stress and simultaneously enhance current 
policies, systems and practices that promote wellbeing. 
Six stressors were identified as requiring priority action. Priority was rated using criteria 
including severity and breadth of impact, the potential for growth and amenability to 
change. The six priority issues were: 
1. Access to advice and guidance 
2. Inconsistent advice 
3. Quantity of work 
4. Administration and paperwork 
5. Usability of forms and systems 
6. Access to computers 
 
The “causes of the causes” were then examined in small groups to determine the possible 
individual, team, supervisor, organisational or external factors that contribute to the issues. 
Groups were given the responsibility to develop strategies which they felt could address 
these factors. The research team and the steering committee then worked together to 
determine which strategies would be taken to the development stage. Budget and time 
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restrictions dictated that only a small proportion of the suggestions were a match for the 
scope of the study/project. Specifically, the strategies needed to be completed within a 12 -
14-month time frame, be able to be resourced with the available funding and be likely to 
impact on organisational conditions within the project lifetime.  
3.5.2 Background to the Study – CHW Strategy Development 
The strategy development workshop provided clarity about the need to implement the 
intervention at the station level. It was identified that the health and satisfaction of officers 
are mostly influenced by what occurs within their immediate work environment. This view 
was supported by Flannagan (2008) who identified the role of sergeant as the most 
influential rank in policing. The steering committee, therefore, endorsed the design, 
development and implementation of a leadership development and coaching programme 
(LDCP) for sergeants. The programme was designed to address the first two priority issues 
for constables. Access to advice and guidance and inconsistent advice, because these were 
considered the main, modifiable causes of workload related stress. The programme sought 
to enhance advice, guidance, feedback and other supportive behaviours of the sergeants as 
the direct supervisors of the constables. 
The rationale behind the LDCP was based on the premise that improvements in the people 
management competencies of sergeants would play an important role in increasing their 
readiness to become more supportive supervisors. As more supportive supervisors they 
would provide more appropriate and timely support to constables; feedback and guidance 
would be provided in a way that would enable work to be completed on time and to the 
standards expected; the individual needs and circumstances of officers would be taken into 
consideration which would enhance constable motivation and learning, and; general 
communication between the sergeant group and the constables would improve, especially 
in terms of generating higher levels of shared decision-making and two-way dialogue. The 
LDCP was designed to improve critical psychosocial working conditions such as role conflict, 
job demands, decision-making control and social support.  
A competency-based supportive leadership development programme was subsequently 
designed for station sergeants. The programme consisted of a 180-degree assessment of the 
sergeants’ supportive leadership competencies via an online survey sent to constables and 
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station supervisors (direct reports and supervisors). The results of the survey were 
presented to the sergeants in the first workshop and would influence the goals the 
sergeants set during the coaching programme. The initial programme design included an 8-
week coaching programme aimed at drawing on the results of the 180-degree assessment 
and sergeants taking responsibility for improving their management competencies. Within 
the 8-week period sergeants were to receive 4 or 5 coaching sessions (these varied, 
according to the particular rostering schedule of each sergeant). Project facilitators (who 
were also research team members) were identified, and internal coaches (who were 
predominantly senior sergeants from neighbouring police districts) were recruited and 
trained to coach the sergeants during the intervention.  
3.5.3 Leadership Development and Coaching Programme - Design and 
Development 
The programme design stage began with an initial meeting between the project manager, 
two selected external facilitators and myself. Programme/workshop design and 
development was required for: 
1. A one- day introductory leadership development programme for the station 
sergeants during which the Health and Safety Executive (HSE) Competency results 
would be debriefed. 
2. A one-day “Coach the Coaches” programme for the selected internal police coaches 
3. The coaching sessions for the station sergeants. 
The Stress Management Competency Indicator Tool was a guiding document (see Appendix 
B, p. 257-258). Four key competency areas from that document, identified in the design and 
development stage were; Managing Conflict; Managing the Individual within the Team; 
Managing and Communicating Existing and Future Work, and; Respectful and Responsible 
Behaviour (including Managing Emotions and Having Integrity). These competencies 
assisted in the selection of suitable objectives for the sessions/workshops. In line with a 
coaching approach, the objectives were designed and presented from a participant 
perspective rather than from an intervention perspective.  
The Contextual Map of coaching in the workplace provided a framework for the coaching 
programme (Figure 4, p. 69). Three broad coaching functions were identified;  
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1. To increase organisational capacity to improve the psychosocial environment (via the 
formal coaching of internal coaches and the sergeant group). 
2.  To support individual leadership development competencies (via the formal 
coaching sessions with the sergeant group). 
3. As a “way of behaving” performed by line managers in their day to day interactions 
with staff (via informal and formal interactions with constables in the workplace).  
Coaching occurred across all the continuums in the Contextual Map of Coaching in the 
Workplace. 
For the Leadership Development one- day workshop, the objectives were: 
By the end of the day, you will have; 
1. Gained insight into the influential nature of your role and begin to explore your 
individual leadership styles via the 180-degree group feedback. 
2. Recognised specific day-to-day opportunities to apply leadership skills identified in 
the four key areas in the Stress Management Competency Indicator. 
3. Decided which areas you, as a group, want to focus on or change. 
4. Identified and practised communication tools. 
5. Created action plans including things that you want to keep doing stop doing and 
start doing. 
For the Coach the Coaches programme, the objectives were: 
By the end of the day you will be able to; 
1. Explain the CHW project and your role in the project.  
2. Demonstrate an appreciation of coaching as a key vehicle to reduce stress and 
increase wellbeing. 
3. Demonstrate an understanding of the key goals and recognise yourself as a key 
contributor to the project outcomes.   
4. Demonstrate effective use of key (basic) coaching skills.  
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Once the design details were confirmed the development process occurred over three 
weeks with document drafts distributed and discussed and Skype meetings held to clarify 
discussion points. At the end of the development stage, programme design documents were 
produced for both the Coach the Coaches and the LDCP. Documents included programme 
learning plans, advance organisers, facilitator’s notes, power point notes, participant 
workbooks and guidelines for the coaching sessions. Table 3, p. 116, (Station one leadership 
development and coaching Intervention process), shows how the coaching development 
process for internal police coaches aligned with and supported the leadership development 
and coaching programme in Station one. In Station two the same process of workshops and 
goal setting occurred and the responsibility for coaching was passed over to the internal 
police coaches.  
Table 3. Station one leadership development and coaching Intervention process 
Station one 
Coach the coaches 
workshop for 
selected internal 
coaches 
Internal coaches 
attend leadership 
development 
workshop 
Internal coaches 
contribute to goal 
clarification 
Internal coach 
observes and 
supports external 
facilitator in 
coaching process 
Sergeant Group 180-
degree Leadership 
Competency Surveys  
Sergeants attend 
leadership 
development 
workshop 
Sergeant group 
goals clarified  
External facilitator 
coaches sergeants in 
small groups on 
group goals 
 
3.5.4 Participants 
The two participating police stations (Station one and Station two) were selected by the 
State policing organisation in consultation with the research project team. The selected 
stations provided 24-hour policing services and were based in a large Australian city. 
Initially, Station one was designated as the intervention station and Station two as the 
control site. At the completion of the Station one intervention, Station two became a 
comparison intervention site. This second cycle intervention enabled the research team to 
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implement the suggested changes resulting from the first pilot while also giving them the 
opportunity to examine the intervention processes within a similar but contrasting context.  
3.5.4.1 Station One 
The total staff in Station one was 68, consisting of two senior sergeants (i.e., station 
supervisors), 12 sergeants, 50 constables (i.e., probationary constables, constables and 
senior constables) and four non-sworn police employees. Station one was a training station 
which meant that it had a high turnover of probationary constables (referred to as PCETS) 
and a relatively experienced sergeant group. 
The policing environment was typically metropolitan. The community reflected diversity in 
both ethnicity and socio-economic status. Frontline police work was mostly response 
focused, attending incidents including family violence, burglary, drug and alcohol related 
incidents and road policing, Frontline police staff worked a 24-hour roster with three shifts. 
Sergeants led groups of constables and were rostered to rotate their leadership across all 
the constable groups in the station. Sergeants had responsibility for one group of constables 
whom were called their Correspondence Group or “Corro Group”. The sergeant was 
responsible for ensuring that the constables file preparation and general administration was 
to the required standard. The sergeants were rostered on the same shift as their Corro 
Group approximately once every five weeks.  
3.5.4.2 Station Two 
The total staff in Station two was 42, made up of two senior sergeants (i.e., station 
supervisors), eight sergeants, 29 constables (i.e., probationary constables, constables and 
senior constables) and three non-sworn police employees.  
As with Station one, the policing environment was metropolitan. The community reflected 
similar demographics. The policing requirements were similar and an identical rostering 
system was used. 
The LDCP programme in Station one was completed before the Station two programme was 
implemented, allowing for the action research process to lead to changes to the programme 
in Station two. 
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3.5.5 Data Sources 
Data were collected from a range of sources for this study. As described earlier in the thesis 
(p. 15), this study was part of a larger study to determine suitable intervention strategies to 
reduce workplace stress. Results of pre-and post-intervention quantitative data including 
health and wellbeing surveys and the Stress Management Competency Indicator results 
were available for analysis. Qualitative data provided the main source of information to 
answer the research question. Table 4 (below) presents the overall research plan for data 
collection. The table is followed by a short description of each of the sources of data. 
Table 4. Data Sources 
Data Source Coverage Method Timing 
Focus groups (4) Sergeants 
Coaches 
Semi-structured group 
interviews 
Mid-intervention  
(1 per station) 
Post-intervention 
(1 per station) 
Interviews Sergeants (6) 
 
Semi-structured 
interviews 
 
Post-intervention  
12-month post- 
intervention  
Coaches (2) Semi-structured 
interviews 
Mid intervention  
Post-intervention  
12-month post-
intervention  
Constables (4) Semi-structured 
interviews 
Post-intervention  
Supervisor 
Station two 
Semi-structured 
interviews 
Mid intervention  
Post-intervention  
12-month post-
intervention 
Project staff 
Project 
Coordinator 
Project 
Manager 
Project 
Facilitator 
Semi-structured 
interviews 
 
Post-intervention  
Coaching debriefs 
with 
Facilitators /self Skype discussions with 
notes 
Throughout 
interventions 
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Data Source Coverage Method Timing 
Facilitators Data sourced on: 
events; outcomes; 
progress; decision 
making e.g., 
programme design 
choices; changes; 
observations/opinions/ 
perspectives. 
Documents 
 
 
 
 
 
 
 
 
 
 
 
 
CHW 
measurement 
tool 
 
CHW 
measurement 
tool 
Organisation 
 
Organisational reports 
  
Post-intervention 
Intervention Intervention 
documentation, 
Workbooks, Lesson plans 
Facilitator coaching 
notes/field notes 
Meeting notes 
CHW intervention 
interim and final reports. 
Throughout 
intervention 
Data sourced on 
events; outcomes; 
progress; decision- 
making e.g., 
programme design 
choices; changes; 
observations/opinions/ 
perspectives. 
Self Reflective journal Throughout 
intervention 
Sergeants Stress Management 
Competency Indicator 
Tool 
Measured pre-and 
post-intervention 
All station staff Health and Wellbeing 
Survey 
Measured pre-and 
post-intervention 
 
3.5.5.1 Focus Group Interviews 
Focus groups allow for the social construction of knowledge where members of the group 
have the opportunity to consider and articulate their views within the context of the views 
of others (Merriam, 2009). This process of collaborative sense making provides insight into 
the differing participant experiences highlighting both similarities and differences. The 
researcher can observe natural conversations where opinions are expressed and defended, 
stories are told, and there is joking and arguing (Wilkinson, 2008). Focus groups were a 
suitable source of data for this study for several reasons. Firstly, they provided a safe 
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environment for the participants (sergeants) and their supervisors (senior sergeants) to air 
their opinions about the intervention process, its strengths and weaknesses. Secondly, they 
provided opportunities for group and individual reflection on their own and others 
behaviour change that may have contributed to subsequent changes in the psychosocial 
working environment. The safe environment to air opinions and subsequent reflection 
meant that the focus group was both evaluative and potentially a contributor to the ongoing 
transfer of learning process that the study hoped to achieve. Focus groups were also useful 
in this study as a source of insight into how the senior sergeants and the sergeants interact 
and the subtle influence on each other’s behaviour and opinions that may have impacted 
upon the outcomes of the study. 
In this study, focus groups followed a four-stage interview structure as suggested by Gillham 
(2000, p. 37). This included the introductory phase; the opening development of the 
interview; the central core of the interview and bringing the interview to a close, both 
socially and regarding the content. The composition of the focus groups is outlined in Table 
5, below. 
Table 5. LCDP Focus group participants 
 Sergeants Station supervisors Total 
Station one session 1 
Station one session 2 
n = 7 
n = 5 
n=2 
n = 1 
9 
6 
Station two session 1 
Station two session 2 
n= 6 
n = 6 
n=2 
n= 2 
8 
8 
 
The potential for biased responses from the sergeants if the supervisors (senior sergeants) 
were present in the focus groups, was a question put to the sergeants prior to the 
commencement of the focus groups. The sergeants were unanimous in responding that they 
wanted the supervisors present. This response may have been because the sergeants 
wanted to demonstrate their commitment to the project in the presence of their 
supervisors, or they simply wanted the opportunity to share important 
leadership/organisational related ideas within a safe, facilitated environment.  
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Focus groups were held in conference rooms at each of the participating stations. The 
interviews began with the researchers thanking participants for their attendance and giving 
a brief overview of the research. Researchers explained that this was a “no holds barred” 
discussion to provide a detailed understanding of their (participant) perceptions of the 
Leadership Development and Coaching programme. Confidentiality was explained and that 
responses would be recorded on a small digital recorder and later transcribed verbatim. 
Eleven broad category questions were designed. They were introduction; overall 
impressions of the programme; change to self; change to the station; enablers to change; 
barriers to change; sources of support; translation to other stations; improvements to this 
programme. An attached appendix included 15 questions based on the Learning Transfer 
Systems Inventory (LTSI) audit questions (Holton, 2003b, p. 73). For focus group protocols 
and questions see Appendix C, p. 259). 
3.5.5.2 Individual Interviews 
The individual interviews in this study were semi-structured, a method considered suitable 
for the outcome being sought in this study and supported in the literature (Merriam, 2009). 
The decision to conduct post-intervention interviews was based on availability of staff. Every 
interview meant that individuals would be rostered away from their work and to ask for 
more interviews to be undertaken could have been a risk to the goodwill of the stations 
involved. Fortunately, the issues discussed in the sergeants coaching sessions were often 
directly related to the research questions about enablers and barriers to learning transfer, 
so the debriefs and field notes from these sessions supported the individual interviews and 
enabled data triangulation to occur. To ensure the robustness of the process, interview 
protocols and guide questions were drafted, then discussed amongst the research team 
before the final interview schedules were confirmed.  
Semi-structured interviews acknowledge that individuals define the world in unique ways 
(Merriam, 2009). For this reason, questions are a guide for the interviewer and have an 
open-ended structure and are exploratory, making it possible to follow lines of inquiry at 
different stages of the discussion. Merriam (2009, p. 90) states, “This format allows the 
researcher to respond to the situation at hand, to the emerging worldview of the 
respondent, and to new ideas on the topic.” While certain information was required in the 
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interviews about barriers and enablers to learning transfer, open- ended questions asked in 
a flexible way enabled me to respond to the individual interviewee and to explore their 
worldview of the topic being discussed. All interviews were recorded on a small digital 
recorder and later transcribed verbatim. The interviews themselves followed a four-stage 
structure as suggested by Gillham (2000, p. 37) and described in the previous section on 
focus groups (p. 120).  A sample of an individual interview plan is in Appendix D (p. 263) 
3.5.5.3 Police Staff Interviews 
Post programme interviews were held with selected staff from each rank level of the 
stations. The decision to undertake post programme interviews was based on several 
considerations. Constables (Station one n= 2; Station two n=2) to be interviewed were 
identified by senior staff in consultation with the Project Coordinator. The Project 
Coordinator stressed that it was important that the constables selected would have a 
constructively critical approach. That is, they would be aware of a range of possible 
representative views, including their own, and be able to articulate those in the interview.  
Constable level interviews were difficult to organise and were shorter in duration (approx 
20-30 minutes), due to time restrictions created by the nature of their work. As an example, 
one constable interview, held in the station interview room was interrupted twice for 
documents to be signed by the constable and there was agreement at the start of the 
interview that if urgent work arose then they would leave and the interview would be 
suspended. The focus of the interview was the perceptions of changes in the behaviour of 
the sergeant group and the psychosocial working environment.  
Three interviews were conducted with the station supervisor at Station two. The first was 
immediately post the programme and was approximately two hours in length. The second 
was conducted 12-months post-intervention. Both these interviews were designed to 
capture the station supervisor’s perceptions of the sergeants’ supportive leadership 
behaviours, and of the intervention process and context and to explore his role in 
influencing the behaviours and attitudes of the participating sergeant group. The third 
station supervisor interview was conducted 18-months post-intervention and included 
member checking on the findings. Station one supervisor was not available for the 
interviews. 
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The internal police coach interviews (n=2) ranged from 60 -90 minutes in length and were 
completed in person apart from one which was conducted via telephone. One coach was 
interviewed twice and another coach was interviewed three times. The coach interviews 
were both outcome and process focused. They sought the coach’s perspective of 1) the 
application by the sergeants of the behavioural competencies, 2) the enablers and barriers 
to that application and 3) the impact of the coaching programme on their own development 
as coaches, including barriers and enablers to their learning transfer. 
Two sergeants from Station one and three from Station two were interviewed 12- months 
post-intervention. They were selected based on availability and for their differing range in 
leadership experience. The content of the interviews focused on the period since the 
programme ended, exploring their personal experiences in implementing supportive 
behaviours with their staff and the enablers and barriers to that process. 
3.5.5.4 Intervention Team Interviews/ Research Team Interviews 
Post implementation interviews were conducted with the Project Manager, Project 
Coordinator and one of the two Project Facilitators. Conducting these interviews after the 
interviews with police staff was helpful for data analysis. Having gained an understanding of 
the police staff responses enabled me to ask targeted questions to triangulate the data, 
particularly about perceptions of barriers and enablers of learning transfer. For example, as 
the theme of relationships had emerged within the police officer data, I could tailor 
questions according to that theme to explore the relevant issues/topics more deeply with 
the research team members. These later interviews were also an opportunity to search for 
disconfirming evidence and to check for consistency of interpretations (mine and the police 
officers). The interviews were approximately 90 minutes in length. A process evaluation 
interview format was used and followed sequentially through the stages of the intervention 
from design through to evaluation. Broad questions were asked regarding the events, 
attitudes, behaviours and actions that might be enablers or barriers to the sergeants 
transferring their learning into workplace practice. 
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3.5.5.5 Reports 
Some reports were compiled during and post the intervention, and these provided a source 
of analysis of the quantitative data. Other internal and external reports provided wider 
contextual understanding. 
3.5.5.5 Meeting Notes, Emails  
During the intervention design, development and implementation, a range of 
correspondence occurred. Meeting notes and emails provide insight into the processes and 
decision making as the programme progressed, particularly around the changes in the 
programme from Station one to Station two.  
3.5.5.6 Reflective Observations, Field Notes and Coaching Reports 
The project facilitators recorded reflective observations of their own performance, the 
responses of the participants and a subsequent perspective of the efficacy of the strategies 
used in the workshops and coaching sessions. These sources of data provide valuable insight 
into the progress of the participants and into the decision-making process for change, 
particularly the changes from Station one to Station two. I too kept a reflective journal over 
the period of the development and implementation of the programme. 
3.5.5.7 Health and Wellbeing Survey 
The health and wellbeing survey was a paper based, self-report questionnaire to be 
completed by all station members (see Table 4, p. 118). The survey was designed to assess 
baseline levels of employee health and wellbeing and psychosocial working conditions. 
Health and wellbeing included scales designed to measure psychological wellbeing 
(Goldberg & Williams, 1988); job satisfaction (Warr, Cook and Wall, 1979); employee 
engagement (Schaufeli, Bakker, & Salanova, 2006); resilience and self-efficacy (Luthans, 
Avolio, Avey, & Norman, 2007). The scales used to assess working conditions accounted for 
perceptions of supervisor and peer support (Kristensen, Hannerz, Hogh, & Borg., 2005); 
work demands (Caplan, Cobb, French, Van Harrison, & Pinneau, 1980); job control (Karasek, 
1985); role conflict and role ambiguity (Rizzo, House, & Lirtzman, 1970). Data was collected 
pre-intervention (T1) post-intervention (T2) and in Station one six-month post-intervention 
(T3). 
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3.5.5.8 Stress Management Competency Indicator Tool 
The Stress Management Competency Indicator Tool (HSE, 2008) used in this study was the 
product of a 4-year project aimed at identifying and refining a set of leadership 
competencies that are known to prevent or reduce stress at work. The original 19 
competencies were refined down after further quantitative and qualitative analysis, 
producing four main competencies and 12 sub-competencies, shown below in Table 6. 
Further details of the competencies are in Appendix B, (pp. 257-258). 
Table 6. The Stress Management Competency Indicator Tool key competencies (HSE, 2008) 
Competency Definition 
Competency One Respectful and Responsible: Having integrity, Managing emotions, 
Considerate approach 
Competency Two Managing and communicating existing and future work, Proactive 
work management, Problem-solving Participative/empowering  
Competency Three Reasoning/managing difficult situations Managing conflict situations 
Using organisational resources Taking responsibility for resolving 
issues 
Competency Four Managing the individual within the team, Personally accessible to 
the team, Sociable, Empathetic engagement 
 
The competency indicator tool was administered before the 1-day leadership development 
and coaching workshop and again at the end of the programme.  
3.6 Data Analysis 
Qualitative data analysis was performed following a specific to general approach as 
suggested by Cresswell (2014). Both inductive and deductive approaches were used. Raw 
data from the sources described in the previous section were sorted and entered into a 
Nvivo10 software package. The interview and focus group transcripts were each read two or 
three times to build familiarity with the data set. I then compared the transcripts with any 
notes I had written before or after the interview. A priori nodes were set up in Nvivo for 
each of the learning transfer constructs from the LTSI audit (e.g, peer support, perceived 
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content validity, openness to change, supervisor support). These transfer specific nodes 
were directly related to the research question and provided a structured framework with 
which to begin to search the data for statements indicating the presence or perceptions of 
either barriers or enablers to learning transfer. Initial coding, process coding, and some 
emotion coding methods were utilised (Saldana, 2013). As each interview was coded, other 
emergent nodes were added, initially as a list of unrelated storage places. Some data was 
coded simultaneously into multiple nodes. Initially, this was probably done out of 
indecisivenss on my part but later analysis was able to identify the difference between a 
poor coding decision and data which did have multiple meanings. Annotations were used 
throughout the process as reminders about certain pieces of text, for example an 
explanation about a term used, or potential links to other pieces of data. 
The second cycle of coding was an iterative process where nodes were collapsed, combined 
and revised, as similar ideas were identified in several nodes or better descriptors were 
identified (Braun & Clarke, 2006). For example, in the second cycle a new category of 
“relationships” was identified and created along with appropriate sub-nodes. For a sample 
of nodes see (Appendix E, p. 265). As the coding process unfolded, links were identified 
between various nodes, providing insight into how the enablers and barriers of transfer 
were interacting with each other, within and across the levels of the environment 
(individual, intervention, station, organisational and socio-political).  
Analytic memos were extensively used to document and reflect on the coding process, the 
emergent patterns, categories, themes and concepts in the data. The memos were, as 
described by Saldana (2013, p. 41) “question-raising, puzzle-piecing, connection–making, 
strategy-building, problem-solving, answer-generating, rising-above-the-data heuristic.” I 
found the process of writing analytic memos to be a very effective way to capture ideas, 
concepts, observations and linkages to other data. Clarke, (2005, p. 202) stated: “memos are 
conversations with ourselves about our data.” It was these conversations with myself that 
enabled me to identify my patterns of thinking and reflecting over the analysis period as I 
worked towards identifying wider themes within the data. I found the memo-writing 
process to be an extension of my reflective practice throughout the intervention. Memos 
became part of the data and could themselves be critically analysed in terms of tracking my 
own thinking and its robustness or weakness at a particular stage of the analysis. Memos 
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were vital to the critical inquiry process and in shaping the discussion arising out of the 
findings. 
As the data analysis phase came to a close, an operational model diagram (Saldana, 2013) 
was compiled. The initial diagram was developed on card using marker pens and post-it 
notes. Taking the themes out of electronic storeage and into hard copy enabled me to 
“heighten [your] awareness of complex interaction, interplay and interrelationship among 
participants and phenomena” (Saldana, p. 204). This diagrammatic approach was the 
genesis for the final conceptual figure presented in the discussion chapter (see Figure 11, p. 
211). 
3.7 Issues of Rigour 
Lincoln and Guba (2000, p. 178) emphasise the importance of rigour in research by asking 
whether a study’s findings are “sufficiently authentic.. that I may trust myself in acting on 
their implications?” Issues of rigour are discussed in the following sub-sections of 
knowledge claim, limitations, credibility, confirmability and transferability.  
3.7.1 Knowledge Claim 
The action research approach of taking action to improve practice leads to a particular claim 
to knowledge or “knowledge claim” (McNiff, 2010). The knowledge claim involves knowing 
what, how and why you are doing something and what you hope to achieve. It also involves 
knowing the significance of what you are doing about your own learning and that of others. 
In this study, the knowledge claim is about improving the understanding of the barriers and 
enablers of learning transfer surrounding and within the implementation of a leadership 
development and coaching programme. It is also about exploring in what ways leadership 
development and coaching, delivered in this way is, or is not a suitable strategy to improve 
the supportive behaviours of police sergeants. Clearly, neither this study nor any other 
reviewed to date can provide a definitive yes or no answer to the question of success or 
failure of an intervention strategy. Instead, an exploration of the context and process factors 
via an action research process using a learning transfer pedagogical lens produces a 
knowledge claim. The knowledge claim is strengthened by attention to issues of method 
limitations, credibility, confirmability and transferability in managing the data and reporting 
on the findings. 
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3.7.2 Limitations of Method 
There is a need to identify risks and challenges in action research methodology particularly 
as they relate to leadership development interventions in a policing environment. The 
political nature of action research can impact on a study, and as the research progresses, 
there is potential for participants to challenge dominant discourses. This critical perspective 
may identify subtle forms of oppression which may create demand for action or change 
(Crotty, 1998). A possible example in the context of the current study is the potential 
disgruntlement or disillusionment with the leadership behaviours of superiors when 
contrasted with what becomes understood to be good practice. The nature of a policing 
organisation means that organisational behavioural norms can be exaggerated when 
compared to other organisations. Somekh (1995, p. 347), describes this as “functional logic” 
which creates legitimate demands to be managed. Effective communication becomes a very 
important tool whereby all involved listen and articulate situations as they are experiencing 
them. Situating the study in the workplace using an action research methodology was 
critical to being able to answer the research question, but doing so brought with it the 
challenges of researching in a high demand environment. Greater access to more 
participants for the interventions and for the interviews would have strengthened the study 
in traditional research terms. However, as the research question sought to understand how 
transfer was impacted upon by the study environment, the limitations were part of 
answering the question. The evolving nature of action research can appear messy from a 
research perspective, therefore attention to credibility, confirmability and transferability are 
important considerations. 
3.7.3 Credibility 
Credibility is concerned with confidence in the data and is similar to the positivist concept of 
internal validity (Merriam, 2009). Credibility is about determining the congruence of the 
evidence that is provided with the reality of the circumstances. In other words ensuring that 
the findings are based on critical examination of the data and not simply on a few well-
chosen examples (Silverman, 2000). Eight primary strategies have been identified to 
enhance the researcher’s ability to check the accuracy of their findings (Cresswell, 2014). 
The most frequently used of these strategies have been employed in this study, namely 
triangulation, member checking and providing clarification of bias. Triangulation was 
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achieved by ensuring a range of data sources were investigated. The perspectives of the 
external research team and range of police officers including the sergeants, confirmed the 
validity of each of the group’s views of the transfer of learning of the sergeants in the 
programme and the barriers and enablers to that transfer. Additionally, project reports, 
facilitator notes and researcher reflections were used to assure credibility in the findings. 
Member checking was employed by returning to representatives from each group with 
specific descriptions of the transfer constructs and subsequent initial findings. These follow-
up interviews provided opportunity for people to comment on the findings and to check on 
validity of descriptions and interpretations of events. The clarification of bias was managed 
firstly by acknowledging the presence of bias. The use of a reflective journal supported 
reflective thought and actions including discussion amongst the research team. Joint design 
of focus group and interview protocols also contributed to clarification of bias.  
3.7.4 Confirmability 
Qualitative action research requires a degree of interpretation of the data by the researcher 
that creates a possibility of unintentional bias. Confirmability is concerned with providing a 
level of assurance that the inferences drawn are logical and realistic. In some research 
fields, it is considered vital for the researcher to be objectively distanced from the data. 
Many writers reject this notion, for example, Weiss (1998) who argues strongly that 
distancing from the “action” is a weakness that limits the degree of engagement and the 
opportunity for quality understanding (Gordon, 2007). In the current study, my immersion 
in the development of the programme is acknowledged. I then provided distance support 
and advice during the implementation of the programme via regular Skype, phone and 
email correspondence. Wellington (2000, p. 98) asked, “to what extent are the researchers 
observations and subsequently (sic) interpretations theory or value laden?” Clarification of 
values by the researcher is critical to action research ((McNiff, 2010; Whitehead, 2005). 
Action research legitimises the examination and expression of values within the research 
process. Accordingly, I kept a reflective diary and provided a thorough position of my values 
and background in the area of study. Through the diary, I attempted to remain reflexive 
about my role in the intervention process and my role as researcher. A sample diary note 
written after an interview illustrates my reflexive approach. 
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“I found I needed to be aware of not looking for something that wasn’t there, while 
at the time understanding that [constable] is the typical black and white cop with the 
“I just get on and do my job” attitude...Also I realise that in mentioning [station 
supervisor] I need to be aware that the rank issue is pervasive i.e., whatever [station 
supervisor] said [constable] is likely to agree with when talking to me.” 
“Perhaps I need to be a little less animated in my interviewing? There must be a fine 
line between encouraging the interviewee to explore ideas further and influencing 
their responses by my responses such as smiling, raised eyebrows, nodding etc. I 
think my best skill is in my head cocked nod and saying, “interesting...can you tell me 
more about that?” 
         (Diary notes self) 
While genuine attempts to achieve confirmability were made, I acknowledge that I brought 
into the project a level of personal experience in policing leadership development that has 
framed and influenced the interpretations of the programme and the surrounding 
contextual and process factors. 
3.7.5 Transferability 
Transferability, sometimes known as external validity refers to the extent to which the 
findings in one study can be applied in different situations (Merriam, 2009). In the positivist 
paradigm, this ability to generalise findings to other studies, is achieved by controlling as 
many factors as possible that might influence the outcome. The goal in the current study is 
to examine those factors in their context rather than in isolation. Generalisability from a 
qualitative perspective is not a search for what is generally true of many situations, but 
rather about giving “proper weight” to local conditions to make “modest speculations on 
the likely applicability of findings to other situations under similar but not identical 
situations” (Patton, 2002, p. 584). Therefore, the most common understanding of 
generalisability in qualitative research is that it is the responsibility of the reader to 
determine which of the study findings apply to the situations that they themselves 
encounter. Erikson, (cited in Merriam, 2009), used an example of teaching to demonstrate 
that the universal properties of teaching could be identified in a study despite cultural, age, 
subjects, social and cognitive differences. So the concept that the general lies in the 
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particulars of any one situation means that the researcher must provide enough detail of 
the context so that the reader can determine the “fit” with their situation (Merriam, 2009). 
The potential for transferability in qualitative studies is enhanced by the provision of rich 
thick descriptions (Lincoln & Guba, 1985). Rich, thick description refers to the explanation of 
the context of the study and the presentation of the findings. In the current study, the 
context is deeply explored and rich, varied and context relevant quotes are provided 
throughout the findings, which are presented in the following chapter. 
3.8 Ethical Considerations 
Approval to undertake the current investigation was provided by the Deakin University 
Human Ethics Advisory Group (2014-015). This application gave due consideration to the 
ethical implications raised by the research including the issues of confidentiality, anonymity 
and the need to protect participants from physical or psychological harm. An invitation to 
participate in the Creating Healthy Workplaces Project was sent out to all participants via 
email. The Plain Language Statement can be found in Appendix A, p. 255. 
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CHAPTER FOUR: FINDINGS 
4.1  Introduction 
The focus of this chapter is on the barriers and enablers to transfer of learning before, 
during and after the implementation of the leadership development and coaching 
programme (LDCP). Some programme effectiveness related data is discussed, (leadership 
competency ratings; health, wellbeing, and psychosocial working condition surveys). 
However, the collection and results of the quantitative data are considered as contextual 
events because their inclusion was not part of the design of the current study and therefore 
they do not directly contribute to answering the research question.  
Using a socio-ecological approach, and drawing largely on qualitative data collection and 
analysis methodologies, this study identified a vast array of interrelated contextual and 
process factors. The approach identified enablers and barriers to the sergeants’ capacity to 
transfer their learning from the leadership and coaching programme into everyday 
workplace practices. These wide-ranging factors were found to interact with each other to 
influence the sergeants’ potential to initiate and or embed supportive behavioural change.  
The myriad of barriers and enablers to transfer and how they interacted with each other, 
are presented in the following sections. Each of these sections represent layers, or levels of 
influence on learning transfer, most of which were represented in Figure 2, Contextual Map 
of the Transfer Environment (p. 19). The first section (4.2) focuses on the influence of 
factors from the external socio-political environment, which is followed by a description of 
forces that are internal to the organisational environment (4.3) but external to the stations. 
The cultural values, policies, systems and practices that helped/hindered transfer of learning 
are covered in the third section (4.4), while the findings involving the intervention-level 
factors are presented in 4.5. Section 4.6 centres on the individual sergeant motivation and 
transfer (4.6). The final section presents the findings of the post-intervention environment 
(4.7).  
The specific circumstances in which the above layers of influence and associated sub-
themes inhibited or enhanced learning transfer were examined using Holton and Baldwin’s 
HRD Research and Evaluation Model (Holton III, 1996). The model’s systemic approach to 
transfer was introduced in the Methods chapter (p. 106). Definitions of the transfer 
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constructs used to examine the environment are listed in Table 7, Definitions of Learning 
Transfer Constructs (p. 134). The individual definitions from Table 7 are also provided at the 
start of the sections in which they are discussed. Further, the transfer constructs are 
italicised when mentioned in the text as a way of helping the reader pin-point where 
particular constructs were identified in participant’s responses. 
There is a high level of overlap and interaction between the varying transfer constructs 
present in the different environmental levels. Because of this interaction, the most 
dominant constructs have been chosen as the sub-headings, and any connecting constructs 
are discussed in the text. The analysis also identified the capacity for single, seemingly 
unimportant or small events to potentially derail or support the programme and hence 
impact on transfer. These events are described and the rationale for their importance within 
this study environment is explained. The chapter concludes with a summary of the findings. 
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Table 7. Definitions of Learning Transfer Constructs 
Learning Transfer System Approach -Definitions of Constructs (Holton and Baldwin, 2003) 
The intervention 
Opportunity to use Extent to which trainees are provided with, or obtain resources 
and tasks enabling them to use the training on the job 
Personal capacity 
for transfer 
Extent to which the individuals have the time, energy and mental 
space in their work lives to make changes required to transfer 
learning to the job. 
Perceived content 
validity 
Extent to which trainees judge training content to accurately 
reflect job requirements 
Transfer design Degree to which training has been designed and delivered to give 
trainees the ability to transfer learning to the job, and training 
instructions match job requirements                                            
The individual 
Motivation to 
improve work 
through learning 
(MTIWL) 
A combination of motivation to train and motivation to transfer (a 
higher order construct than motivation to train and motivation to 
transfer viewed as separate constructs). 
Self-efficacy An individual’s general belief in the ability to change performance 
at will 
Learner readiness Extent to which individuals are prepared to enter and participate in 
training 
The environment 
Feedback and 
performance 
coaching 
Formal and informal indicators from an organisation about an 
individual’s job performance                                            
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Supervisor 
support/opposition 
Extent to which supervisors and managers are perceived to 
support or respond negatively to the use of new skills learned in 
training    
Peer support for 
new behaviours 
Extent to which peers reinforce and support use of learning on the 
job                                                         
Group norms open 
for change 
Extent to which prevailing group norms are perceived by 
individuals to resist or discourage the use of skills acquired in 
training 
Personal outcomes 
Positive or negative 
Degree to which applying training on the job leads to outcomes 
that are positive or negative for the individual 
 
Participant quotes are presented in the data in the following manner: 
Interviews = I; Focus groups = F;  Field notes = FN; Email = Email; 
DN = Diary note Constable = CON; Sergeant = S;  Coach = Coach; 
Facilitator = Fac; Station one = One; Station two = Two  
Project Manager = ProjMan;  Project coordinator = ProjCoord 
  
4.2 The Socio-political Environment - Enablers and Barriers to Transfer 
The socio-political environment was identified as the foundation on which all other 
interactions occurred in this study. It is difficult to identify a direct measurable relationship 
between the socio-political environment and learning transfer. However, socio-ecological 
theory (Bronfenbrenner, 1979) and workplace health theory (Polanyi et al., 2000) suggest 
that it is likely that the external environment had a cascading effect on how the organisation 
operated. Therefore, this section does not link the socio-political environment directly with 
the transfer constructs. Instead it presents a brief report on how the broader socio-political 
environment set the scene for the intervention, and how it subtly influenced the learning 
environment for the participating sergeants as its effects cascade down through the 
organisation to the individual officers. 
 136 
A range of economic, social, political and environmental pressures was identified as 
impacting on policing and the work of police officers. The expectation to “do more with 
less” was firmly stated in the organisation’s most recent strategic document (Participating 
organisation’s report, 2014). Significantly lower economic growth and resulting reductions 
in tax revenue impacting on police budgets were major factors influencing this need to 
achieve more (e.g., reduce crime, improve community safety, increase public satisfaction), 
but using fewer resources. Associated social trends such as an increase in the number of 
disadvantaged communities impacted on demands for policing services. Changes in social 
values meant that crimes that were once under-reported such as sexual abuse and domestic 
violence were being reported in greater number (Middleton et al., 2014). Greater ethnic and 
religious diversity in communities brought clashes of values and associated social problems 
(Bouma, 2012). Technological advances gave rise to new types of crimes (e.g., cyber crime) 
and the rate of development of criminal networks was beyond police capacity to effectively 
respond (Brown, 2014). The scale, frequency and severity of extreme weather events added 
to the increasing demands on the organisation, not just in terms responding to individuals 
and families in need, but also in working with other emergency service organisations to 
develop a more coordinated and comprehensive response to these events (Participating 
organisation’s report, 2014). Another major impact on the workload that filtered through to 
the local level was the speed and frequency of legislative and policy change. Changes in 
social values and greater expectation by the public to deal with complex social issues via 
legislation and policy meant that more legislation and policy reforms were being initiated 
and these were being introduced more frequently, with less predictability, and often with 
fewer resources (Participating organisation’s report, 2014).  
All of the above factors combined to create what was acknowledged as an expanded set of 
responsibilities for the police service taking part in this study and ultimately contributed to 
higher expectations for those men and women working on the front-line. 
“We’re getting our station running effectively, taking into account all of the 
expectations that are on the station and meeting all of our obligations. I mean, the 
changes in [police organisation] on its own with all of our new systems that have 
been brought in over the last 12 months has been astronomical in itself”. (IStatSup 
Two)  
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The link between the economic downturn and the work demands at the station level was 
noted by participants; 
“According to [the station supervisors] the sergeants are indeed “under the pump”, 
due to high volume of work as a result of an increase in crime statistics over the past 
few months, which is typical, according to (station supervisor), when the economy is 
struggling.”  (IProjCoord)    
The evidence pointed strongly to the socio-political environment creating barriers rather 
than enablers of learning transfer. The resulting higher expectations of the frontline police 
officers to deliver on the outputs created by changes in the socio-political world were 
demands that took attention away from learning and development. These demands were 
evident in the difficulty experienced in organising appropriate times for interviews as well as 
participants disappearing during interviews due to unexpected operational demands. Under 
such conditions, professional development initiatives ‘play second fiddle’ to operational 
pressures. The positive influence of the socio-political environment on the programme 
implementation (and in turn on learning transfer), was the growing social recognition of the 
need for supportive psychosocial working environments to counter stress in the workplace. 
The availability of funding to undertake the current project was indeed the result of this 
broader recognition of the economic costs of workplace stress.  
“I guess the timing was right in a general sense, in terms of where we, as a field, are 
at, in that there is increasing acknowledgement in the community about mental 
health, about how workplaces are suffering the impacts of mental health. So I guess 
if we tried to do this five/ten years ago, again we wouldn’t have been at that point.” 
(IProjMan) 
In summary, socio-political factors external to the organisation placed significant demands 
on officers at the frontline. There was a mismatch between the demand for timely and 
effective policing services and the capacity of the organisation to deliver these services, 
which was exacerbated by broader economic conditions. 
The following section presents the internal organisational factors that may have inhibited or 
enhanced transfer. The transfer constructs which were identified in the analysis as the most 
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influential in relation to each area (section), are presented in italics (refer to Table 7, p. 134 
for definitions – see also p. 107). 
4.3 Organisational Environment - Enablers and Barriers to Transfer 
Three broad areas were identified where the organisational environment influenced the 
transfer of learning. The categories were people management, knowledge management and 
organisational culture. In the organisation’s internal report (Participating organisation’s 
report, 2014) these three areas were identified as being in urgent need of attention so that 
the strategic requirements of the organisation could be met. Sections of the literature 
review highlighted these areas as worthy of analysis when exploring barriers and enablers to 
transfer. People management relates to 2.3.4 (Leadership Development in Policing, (p. 64); 
Knowledge Management relates to 2.5.3 (The Police Learning Environment, p. 79); and 
Organisational Culture relates to 2.2.3 (Police Cultural Context and Stress, p. 53).  
The findings on how the organisation’s people and knowledge management practices and 
organisational culture created barriers or enablers to the transfer of learning are presented 
in the following sections. 
4.3.1  People Management 
Group norms open 
for change 
Extent to which prevailing group norms are perceived by 
individuals to resist or discourage the use of skills acquired in 
training 
Perceived Content 
validity 
Extent to which trainees judge training content to accurately 
reflect job requirements 
Supervisor 
support/opposition 
Extent to which supervisors and managers are perceived to 
support or respond negatively to the use of new skills learned in 
training    
 
The participating organisation’s report (2014) identifies two important conditions that 
provide some insight into the potential barriers or enablers to transfer within the policing 
environment. The first condition involves the extent to which education and training are 
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valued by the organisation. The implications this issue has for the development of line 
managers is well recognised by the organisation, as illustrated in the following quote from 
the organisation’s report. 
“Continuing education and training for police does not sufficiently support 
psychological health and ethical standards, and many middle-level managers have 
received inadequate professional development for their roles” (Participating 
organisation’s report, 2014, p. 17)  
The situation referred to in this statement could be interpreted as either a barrier or an 
enabler of transfer. If individuals were working in an environment where poor behaviour is 
modelled, with a strong resistance to doing things differently, the transfer construct of 
openness to change could be negatively affected. Conversely, recognition of a programme 
such as the LDCP as an opportunity for development meant the programme could have 
been viewed with great enthusiasm. The approach taken by the research team in the 
current study was to remain aware that poor professional development was an 
organisational reality and to take a strengths-based approach to coaching and learning. The 
research team believed that despite poor professional development opportunities in the 
past, taking a remedial approach would be fundamentally flawed in this environment. As 
discussed later in the chapter (e.g., p. 174), the overall response from the sergeants was 
very positive. 
The second condition involves the importance of the application of a robust performance 
management system, where officers give and receive constructive feedback in pursuit of 
high performance. As with the first condition of education and training, the implications of 
robust performance management is recognised by the organisation and illustrated in the 
following quote. 
“Performance management within the organisation is yet to be fully accepted: there 
is a reluctance in some quarters to give and receive honest feedback.” (Participating 
organisation’s report, 2014, p. 17) 
The needs assessment phase had identified that appropriate methods of managing 
performance were critical to the improvement of the psychosocial environment (the need 
for the constables to receive consistent advice and have access to appropriate advice and 
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guidance). The reluctance to give and receive feedback was a cultural norm that potentially 
impacted on openness to change, perceived content validity and supervisor support. Again, 
these conditions were viewed by the research team from an appreciative, rather than a 
deficit approach. They made a presumption based on leadership development, coaching and 
transfer design principles, that the sergeants and their supervisors would embrace the 
learning opportunity because (1) the organisation typically provides few opportunities for 
developing important people-management skills and hence sergeants would be more likely 
to welcome the chance to improve their ability to lead others, and (2) there is a greater 
likelihood that sergeants would be able to see the performance-based benefits for 
themselves and their staff in a relatively short space of time, given the lack of these types of 
opportunities in the past, thus having a positive impact on their motivation to learn. 
4.3.2  Knowledge Management 
Learner readiness Extent to which individuals are prepared to enter and participate in 
training 
Personal capacity 
for transfer 
Extent to which the individuals have the time, energy and mental 
space in their work lives to make changes required to transfer 
learning to the job. 
MTIWL Motivation to improve work through learning. A function of 
motivation to train and motivation to transfer 
 
In addition to people management shortcomings, information and knowledge management 
processes were identified as problematic (Participating organisation’s report, 2014). The 
lack of a long-term strategy for knowledge and information management created 
governance, business and investment challenges. The outcome for frontline police officers 
was “laborious manual handling, data entry and duplication of effort” (Participating 
organisation’s report, 2014, p. 18). Officers were increasingly required to start shifts early 
and finish late due to the combined effect of increased demand and poor information and 
knowledge management. These conditions potentially impacted upon the transfer 
constructs of learner readiness, personal capacity to transfer and motivation to improve 
work through learning (MTIWL). In short, the poor knowledge management practices meant 
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that valuable time, energy and mental space that could be used for learning, was instead 
taken up by unnecessary or even duplicated tasks. This impact on readiness and capacity 
created the conditions to negatively affect the sergeant’s motivation to improve their 
working environment through learning. 
4.3.3 Organisational Culture 
Group norms open 
for change 
Extent to which prevailing group norms are perceived by 
individuals to resist or discourage the use of skills acquired in 
training 
Learner readiness Extent to which individuals are prepared to enter and participate in 
training 
Perceived Content 
validity 
Extent to which trainees judge training content to accurately reflect 
job requirements 
 
Despite signs of change, the police officer interviews suggest that masculine discourses 
were still dominant in the current policing environment. There were high levels of 
competitiveness between individuals and groups, which appeared to be encouraged and 
rewarded by the organisation. This encouragement was evident in the ways in which work 
goals are set and rewarded in front-line policing. Subsequently, competition was deeply 
embedded in the culture, as described in the literature review (see p. 53). Aligned to the 
competitive nature of the work environment was the expectation to be tough in the face of 
difficult situations and circumstances. Coping is about getting on with the job and keeping 
feelings to oneself. A recent independent review of sex discrimination in policing stated; 
““It’s important to have a thick skin and keep personal emotions in check”. Valuing 
and encouraging these attributes- qualities associated with commonly held 
constructions of masculinity- are central to the workplace culture within [Police] 
”(Victoria Equal Opportunity and Human Rights Commission, 2016, p. 11) 
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This thick skin approach was reflected in workplace behaviour;  
“For younger members I think it's [acknowledging the potential for stress] really 
important because they will come in on their days off, on leave I've seen it. So it's 
really important for those members I think to have their supervisors recognising that 
they are putting in probably - rest days are there for a reason, not come in there and 
do more work.”  (ICon One) 
More recent recruits were more likely to be challenged by these cultural norms because 
their social experiences are more democratic and less authoritarian. A female sergeant aptly 
described the masculine discourse that shaped the organisational culture. 
“Twenty years ago, it was the old boys club, “Off you go- here’s your bag of concrete, 
harden up, you know, you’ll be right”. We can’t treat our people like that” (IS Two) 
There was considerable potential for the culture of competitiveness and toughness in the 
face of difficulty to derail the transfer of learning. The transfer constructs most likely 
affected were openness to change, learner readiness and perceived content validity. The 
sergeants could have become disillusioned with the 180-degree feedback on their 
leadership competencies and rejected the collaborative approach of the programme. What 
became very clear, was that local station culture did not automatically default to the 
negative practices of the dominant organisational culture. At station level, they had the 
power to operationalise either the positive or negative aspects of organisational culture. 
This capacity was critical to the transfer of learning. The following section, therefore, 
presents the findings of an examination of the station environments.  
4.4  The Station Environment –Enablers and Barriers to Transfer 
This section of the findings is presented in three parts. They are operational demands, 
workplace systems and processes and station culture. These themes emerged in the second 
round of coding.  
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4.4.1  Operational Demands - Barriers 
Operational demands were found to have an indirect impact on the learning transfer 
constructs of learner readiness, personal capacity to transfer, transfer design and 
opportunity to use. Each of these is discussed below. 
4.4.1.1 Operational Demands and Learner Readiness 
Learner readiness Extent to which individuals are prepared to enter and participate in 
training 
 
Operational demands impacted upon learner readiness at the start of the programme for 
most of the sergeants. In these cases, there was a sense of not fully understanding what the 
programme was about at the beginning.  
“I didn't have any idea what I was getting myself into. I didn't even think about it. I 
knew I had to be in a course at nine o'clock in the morning and bowled up and sat 
here. That was it. I hadn't given it much thought.” (FS One) 
This lack of understanding may have been partly due to not being present during the 
introductory visits by the research team. When the research team visited the stations to 
frame the programme and answer questions, there was no certainty how many officers 
would be present at any one time. The plan was always to catch as many of the station staff 
as possible but depending on the sergeant’s particular roster it was “potluck” who and how 
many were able to attend on any given day. Those who were in attendance were polite and 
appeared to be interested but what was also present was a subtle sense of urgency or 
readiness for the next task or action. The distraction of “here and now” demands may have 
made it more difficult for some sergeants to link participation in the programme with their 
own professional development or with changes they would like to have seen in the 
workplace. This focus on the present is an outcome of the job demands and can negatively 
impact on motivation to improve work through learning, (MTIWL), which is discussed later in 
section 4.6.1. The notion of learner readiness takes into account the participants’ 
understanding of how the training fits their job- related development (Holton III & Baldwin, 
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2003). For many of the sergeants the operational demands and subsequent time pressures 
were dominating factors, making job-related development a very low priority. 
4.4.1.2 Operational Demands and Personal Capacity for Transfer 
Personal capacity 
for transfer 
Extent to which the individuals have the time, energy and mental 
space in their work lives to make changes required to transfer 
learning to the job. 
 
Operational demands impacted upon personal capacity to transfer in much the same way as 
they impacted upon learner readiness. In this case, the time, energy and mental space 
required to make the changes were linked to each other via the workload of the sergeants. 
The biggest challenge to finding the time appeared to be the unremitting nature of 
operational demands and the work that those demands generated. The pressure from each 
end of the justice system was felt by the sergeants. There was an expectation for immediate 
response to incidents and events which then produced high administrative loads. There was 
also a demand from the top of the organisation to respond to social political and economic 
pressure by gathering ever increasing amounts of data at the frontline (Participating 
organisation’s report, 2014). While the collection of this information was designed to 
improve policing responses, its immediate impact on the front-line was a steady and 
unremitting increase in workload over time. 
 “We’re getting a lot more interference than we’ve ever had from divisionally based 
managers, like Inspectors. There are Tasking Coordination Inspectors now coming in 
and dishing out jobs and having a lot more I&R Inspectors, a lot more interference at 
divisional level, but they’re copping it from above.” (IStatSup Two) 
The “but they’re copping it from above” comment was recognition by this officer of the 
cascading effect of socio-political pressures on the organisation, discussed at the start of 
this chapter. The additional “paperwork” that this extra work created was on top of the 
usual prosecution administrative requirements. Having the actual time to apply a new skill 
or simply to think about something in a different or novel way was always going to be 
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challenging because of these interacting demands. So, when opportunities arose to use new 
skills, the sergeants still had to have the mindset and the energy to make the effort.  
“But to me, and I understand this course was on a workplace basis, but it’s 
problematic to actually do because you’ve got so much else going on.” (FS One)  
This sergeant understood the value of learning in the workplace environment but expressed 
the frustration of his reality of finding time to think about and practice new skills while 
under pressure from urgent workplace demands.  
4.4.1.3 Operational Demands and Transfer Design 
Transfer design Degree to which training has been designed and delivered to give 
trainees the ability to transfer learning to the job, and training 
instructions match job requirements 
 
Operational demands had a subtle but significant influence on transfer design. As outsiders 
to the organisation, the research team initially tried to ensure that they were cognisant of 
the workplace demands placed on the officers in the stations. Recognition that the 
operational demands were unremitting and urgent gave the research team a level of 
concern that impacted on their design decision around using group rather than individual 
coaching in Station one. While operational demands were not the only reason to choose 
group coaching over individual coaching, there was a feeling of needing to do as much as 
possible with the least disruption. Collecting group data and coaching in groups obviously 
used up much less time than coaching individually and as such had much greater appeal 
when balanced against operational demands. There was a need for the research team to be 
seen as pragmatic and realistic otherwise their credibility would have been in question. That 
group coaching was subsequently changed to individual coaching was a part of the action 
research process and is discussed in the intervention environment section. 
Operational demands created limitations in the timing of the programme delivery meaning 
that many changes had to be made during the duration of the programme at both stations. 
This is discussed in greater detail in a later section on the impact of the rostering system on 
attendance (see p. 150). 
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4.4.1.4 Operational Demands and Opportunity to Use 
Opportunity to use Extent to which trainees are provided with, or obtain resources and 
tasks enabling them to use the training on the job 
 
Operational demands could be viewed as both barriers and enablers of the sergeants’ 
opportunity to use their learning. They were barriers in as much as the sergeants were 
under constant pressure to respond to the station and community demands and therefore 
either had limited time or perceived they had limited time to practice the new behaviours. 
 “Workload is a big distracting factor and because they’re under so much time 
pressure, there is the pressure to just get in and do what you’ve always done as 
default.” (IProjMan) 
Despite this time pressure, none of the sergeants complained about not having the time to 
use the learning, rather, they talked about ensuring they found time to use it. The out of the 
station part of operational demands (as opposed to the paperwork), provided the sergeants 
with the perfect opportunity to practice the skills in the field. The sergeant below changed 
his behaviour, making time to have a conversation and if it was not possible, he followed up 
back at the station if needed. 
“This is why I’ve done this. What do you reckon, would you have done it any 
different type thing?’ I explained the reasons for doing stuff, which I wouldn’t have 
done previously, I’d have said, ‘Yeah, let’s go to the next job” (FSOne)  
In essence, the Ask/ Add model (Appendix F, p. 267) was the ideal field based debriefing 
tool. With two simple questions and follow-up discussions, the sergeants who used the 
model effectively, were able to debrief immediately after an incident. Accepting that 
operational demands were a workplace reality made it possible to view them as enablers of 
transfer, because of the learning opportunity that was provided via their examination in the 
debrief process using the Ask/Add model. 
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4.4.1.5 Summary Operational Demands  
In summary, four transfer elements were identified as being influenced by operational 
demands in the station environment. Learner readiness in some sergeants was affected 
because they either missed the pre-briefings or they were pre-occupied with other work 
demands during them. Similarly, operational demands influenced personal capacity to 
transfer the learning through impacting upon the sergeant’s time, energy and mental space 
to practice the new skills and supportive behaviours. Transfer design was subtly influenced 
by operational demands through their effect on the research team’s decision to modify the 
design. Finally, opportunity to use could be viewed as impacted upon negatively or positively 
by operational demands, depending on whether they were viewed as a distraction or an 
opportunity to practice. 
4.4.2  Workplace Systems and Processes - Barriers 
Workplace systems and processes were found to have an indirect impact on the sergeant’s 
opportunity to use their learning and on their personal capacity to transfer the learning. 
Opportunity to use their learning was impacted upon by the roster system. Personal 
capacity to transfer was influenced by the file management systems and the impact of the 
roster on attendance.  
4.4.2.1 Workplace Systems and Processes and Opportunity to Use 
Opportunity to use Extent to which trainees are provided with, or obtain resources and 
tasks enabling them to use the training on the job 
 
In both Station one and Station two, the roster was organised so that the sergeant group 
held collective responsibility for a large cohort of constables. Each sergeant was responsible 
for one section of the larger group and this section was called their correspondence team, 
also referred to as their “corro team”. The sergeant responsibilities for their 
correspondence team included managing their file and administration work and pastoral 
care. Because of the rotating roster design, the sergeants went through periods of weeks of 
not interacting with their correspondence team members. 
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The time lapse between contacts significantly limited the opportunity to build relationships. 
The strongest relationships in policing are considered to be built through working on the 
streets together. The opportunity to build meaningful supportive relationships was 
diminished by the rostering system. While the roster system did not lessen the actual 
number of opportunities sergeants had to interact with constables, it did lessen the 
opportunities to practice the supportive behaviours in an environment where their impact 
could be maximised.  
“But your roster prevents you from doing it. For instance, you know, if you have a - if 
your sergeant's got a corro team and to get that corro team together and speak to 
them collectively or - is almost impossible. I think, you know, in two months - over a 
two- month period I haven't been able to get mine together.” (FS Two) 
The corro team interaction with its focus on compliance, outputs and quality control was 
the perfect place to address the identified problem of access to advice and guidance and 
consistency of advice. However, the rotating roster limited the opportunities for the 
sergeants to practice giving the more personalised advice and guidance in the corro team 
environment. 
4.4.2.2 Workplace Systems and Processes and Personal Capacity for Transfer 
Personal capacity 
for transfer 
Extent to which the individuals have the time, energy and mental 
space in their work lives to make changes required to transfer 
learning to the job. 
 
The sergeants’ personal capacity to transfer the learning was found to be impacted upon by 
three workplace system and process factors. They were the file management system, the 
impact of rosters on attendance and the station management structure. 
File management 
Personal capacity to transfer was included in the operational demands section above 
because increased operational demands were linked to higher workload. There was also a 
strong link between operational demands and the systems and processes which operated to 
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manage those demands and which in turn impacted on the individual sergeants’ personal 
capacity to transfer their learning.  
As described earlier (e.g., p. 117), each officer was personally responsible for their own file 
load and each sergeant was responsible for a “corro team” of constables whom they 
monitored and supported in their file management. In many other policing jurisdictions 
(e.g., New Zealand and Britain) there are file management centres which manage the bulk of 
the administrative work to prepare files for court. The problem of high workload due to file 
management for constables and subsequently for sergeants, who are responsible for the 
constables, has been identified in policing literature for many years (Abdollahi, 2002; 
Brough, 2004). The constable managing the file administration from offence through to 
prosecution has been identified as unproductive and very stressful for officers. That it was 
stressful for participants in these stations was borne out in the analysis phase of the study. 
The performance goal of the sergeants in this study was to improve their workplace 
supportive behaviours to hopefully lessen the stresses experienced by the constables. If the 
workplace systems in which they were operating were fundamentally problematic, then 
considerable pressure was placed on the sergeants and the constables without any 
acknowledgement of the system flaws. So there was a cyclical effect, where the systems and 
processes themselves contributed directly to the difficulty the sergeants experienced in 
finding the time energy and mental space to transfer their learning.  
Despite the system being fundamentally problematic, the introduction of an electronic file 
monitoring system about the same time the LDCP began changed the expectations of file 
management for both the sergeants and the constables. The Harper App was implemented 
state-wide and required that all files and their status in the system were monitored.  
“Members and their sergeants became acutely aware of work accountability and 
work progress and I think the two (Harper App and LDCP), worked hand in glove to 
some extent...with the benefit of the training sessions plus the coaching sessions 
that they had a timely reminder that when you are communicating with people 
you’ve got to show a bit more emotional intelligence.” (ICoach) 
The implementation of the Harper App, was also positively related to the opportunity to use 
transfer construct. The Harper App was a resource that encouraged the sergeants to 
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practice the skills, hence the “hand in glove” comment above. The time-based overlap 
between the implementation of the Harper App with the implementation of the LDCP is a 
good example of why it is important to understand the context of an intervention, so that 
the benefits can be maximised or the barriers addressed. 
The Impact of Rosters on Scheduling Attendance and Attention  
The rostering system had a significant impact on the programme. The critical 24- hour 
nature of police work meant that the practicalities of delivering the programme were 
inherently problematic for the organisation. The rostering sergeant needed to manage the 
24- hour policing response while at the same time deal with leave requirements (e.g., sick 
leave, annual leave and leave without pay). Also to be considered were job rotations, 
demands to support critical responses in other stations as well as considering the planned 
and unplanned operational responses for staff with responsibilities to specialist squads. So, 
finding a way to roster as many sergeants as possible to attend training/development was a 
significant task. In a non-shift-work environment, releasing employees from their usual work 
function is more straightforward. In a policing environment, because the individual sergeant 
remained on the roster, the time was counted as if they had worked. So, any time they were 
rostered for workshops or coaching was lost forever in terms of providing a policing 
response. Therefore, including development opportunities in the roster was a difficult task 
in the first instance. The difficulty was exacerbated by the cascading influence of the “do 
more with less” socio-political environment. Having all the station sergeants attend 
workshops at the same time was yet another level of complexity. 
As a result of these challenges, attendance at the workshops and coaching sessions was 
variable, and it was it not possible to have all of the station sergeants take part in the 
programme in either station. Email correspondence about timings for workshops and 
coaching sessions showed considerable changes were required due to factors affecting both 
the police staff and programme facilitators. The following quote from a police coach 
illustrates the types of planning challenges that were faced: 
“To be honest, I’ve been on leave then the guys I meant to catch up with, they’ve 
been on leave, or I can’t catch up with them because I’m on afternoon shift, they’re 
on night shift, [ then] they were on patrol, I was inside, [then] they were inside and I 
was outside [on patrol]. (ICoach)  
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Station two sergeants were very clear that the roster was a barrier to programme success; 
“Just the rostering; the fact that with just the nature and the length of the course 
and the dynamics of the station you don't have the full class here that started from 
day one. I mean, that is a negative impact because it would have been great to see 
all the people do the entire process from start to finish” (FS Two) 
On several occasions other demands prevented the research team from being able to 
attend coaching even after a date had been locked in after considerable planning effort by 
all involved. Given all the rostering and programming issues it is possible to imagine how 
easily the programme could have been viewed as an unnecessary distraction from ‘real’ 
policing work. 
The roster work environment also made it challenging for the sergeants to be fully absorbed 
in the coaching process as described by an internal coach; 
I’m the same - if you are on a patrol shift you are distracted so that made it difficult 
to concentrate. The guys were really good, if they could they would get someone 
else to keep a listen out to the air. The shift work makes it difficult – oftentimes I am 
[they are], listening to things on the radio or often times, depending on where we 
were we’d have people coming in “oh sarge” “...”Yeah what is it?” So that makes it 
difficult as well. (ICoach) 
These comments show evidence of adaptability and willingness to make good use of the 
coaching opportunity by both the coach and the sergeants. “If they could they would get 
someone to listen” comment indicates that on occasions coaching occurred in conditions 
that were not conducive to full commitment to the learning process. 
4.2.2.3 Summary Workplace Systems and Processes 
This section has shown that the way in which police stations operate, is not conducive to 
learning within a leadership development and coaching programme that is delivered over 
several months. The rotating rosters, the indivdualised file management system and the 
twenty-four- hour roster were all fundamentally problematic to the sergeant’s personal 
capacity to transfer and their opportunity to use the learning. However, the potential for the 
learning transfer environment to be positively influenced by systems and processes was 
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evident in the way that the introduction of the Harper App allowed the sergeants to practice 
the skills learned in the LDCP. 
4.4.3 Station Culture – Enablers and Barriers 
Station culture was found to be a strong influence on the learning environment. Station 
culture had the greatest impact on the transfer constructs of openness to change and 
perceived content validity, although there were some differences identified between the 
two stations. 
4.4.3.1 Station Culture and Openness to Change 
Group norms open 
for change 
Extent to which prevailing group norms are perceived by 
individuals to resist or discourage the use of skills acquired in 
training 
 
The lack of adequate professional development opportunities, poor knowledge and people 
management were identified earlier in this chapter as evident in a policing environment (see 
p. 138). There were indications that these factors helped shape the station culture which in 
turn potentially influenced openness to change. However, strong organisational cultural 
beliefs around some learning events being counter-productive or unrelated to work had the 
potential to derail the programme during the initial stages.  
At the station level, prevailing beliefs about learning were that training and development 
were something of a distraction from real work unless the events were exciting and highly 
engaging. 
Interviewee I mean for all the many courses [Police] have, some of them are 
absolutely cracking good fun. We learn to drive four wheel drives and 
go up mountains and ride bicycles and all sorts of things like that. 
Facilitator: This one wouldn’t sit up there with those?  
Interviewee: I don’t think compared to them that sitting there and talking about 
tools to have a conversation isn’t going to cut the mustard in a 
competition. (IStatSup) 
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The current police training regime was mostly on-line and compulsory. Officers were 
required to find the time to complete these online training requirements within their 
normal workload demands. This approach contributed to a high compliance-oriented 
culture rather than fostering a development approach to learning. 
“There’s so much information coming in so they [officers]can’t absorb everything. 
They try to race through it as quickly as possible so they can do what they have to 
do” (IS One) 
In line with the mandated top- down approach to learning, the LDCP was not presented to 
the sergeants as a voluntary activity. The organisation chose to apply for participation in the 
broader CHW programme and selected the stations to take part in the pilot study. Despite 
neither sergeant group in either station having a real choice about their initial involvement, 
there were some differences in the respective station cultures that impacted upon their 
openness to change.  
Station One 
Station one had, in the past been the subject of a considerable number of pilot 
programmes. The principle of running pilot programmes is well embedded in police practice 
and was generally viewed with a sense of cynicism and scepticism. There was a strong belief 
amongst the sergeants, that they were “being piloted to death”.  
“And they’re piloted all the time, chronically piloted all the time, and they’re like, 
“Give me a reason to buy into this.” (IProjCoord)    
There was a view that many past pilots were of questionable quality and did not deliver 
ongoing value for the staff. There were also views that the motivation for the 
implementation of the LDCP was driven by needs to reduce unplanned leave, rather than to 
improve the working environment for the officers. These views combined to create a strong 
initial scepticism of the programme, particularly one that had an outsider research 
component to it.  
“So they said it was a great thing to us that we were selected. That wasn’t initially 
100% believed but coppers by nature are sceptical and – not mistrusting, that’s not 
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the word – but question. I mean if you believe everything a crook told you out in the 
street you wouldn’t be much of a copper.” (FStatSup One) 
This sceptical view created a challenging environment in which to begin the programme. 
Not that there was open hostility, but there was an underlying impression that the 
sergeants may waste valuable time in the programme 
“I thought it was a crock of rubbish, what are you going to teach me? I’ve been doing 
the job for [ X] years, what are you going to teach me that I haven’t done before?”  
(FS One) 
While the notion that the programme would be a “crock of rubbish” was not universal, the 
prevailing view was that the sergeants were already doing a good job, they had done so for 
a long time and there was probably not much that the programme could offer them. This 
initial view was articulated in focus groups and individual interviews. 
“We’re flexible and it’s a well-rounded station, good group of sergeants, so that 
when (they) want to run a program or introduce programs [they] pick us because it’s 
going to make the program look good, and that happens a lot, which is a feather in 
our cap and we’re quite happy with that.” (FS One) 
Openness to change was an evolving process throughout the programme. Despite the 
sergeants participating in a culture which generally identifies as resistant to ongoing 
widespread change, there was an openness to change that evolved very quickly in this 
programme. Sergeants were guarded about their initial negative views of the LDCP and they 
became vocal about them once the programme was in place and they were confident it may 
be useful. 
At the station level, the “them against us” approach may have worked in favour of the 
programme implementation. There was a sense in Station one of banding together to show 
“them” just how good they were and how well they could do this programme, despite the 
operational, system and process pressures that they experienced. 
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The following quote is from a focus group where one sergeant completed the other’s 
sentence. 
“yes it’s directly related to what we’re doing in our job, but I guess it’s different 
because it’s - It makes us better people”. (FS One) 
These statements show the hegemonic discourse around learning and development. There 
was some level of surprise that a programme which “makes us better people,” could also 
deliver on performance-based objectives in the workplace. 
Curiosity was a major driver of potential openness to change. There was a novelty factor in 
the collection of 180-feedback for the sergeants. Feedback from participants indicated that 
there were very few, if any other times in their careers when they had received personal 
feedback designed for their own development. Even though the feedback was not 
individually-based in Station one, as a tight knit group they were very interested in how they 
were perceived by the constables. 
Station Two 
As with Station one, curiosity was a major driver of openness to change in Station two. The 
decision to collect data on the individual sergeants rather than the sergeant group, meant 
that the results were of real interest to each of the sergeants, even if they were sceptical 
about any process that might follow. A major factor in openness to change in Station two 
was that the station was already in a station-based change process when the LDCP began. 
There was a relatively new leadership team and some major changes in expectations of staff 
already underway within the station. There was a general feeling that those changes were 
positive for the staff, although not universally so amongst the sergeants at the time. So the 
LDCP at Station two benefited from a climate that was more conducive to change.  
“We have very very strong leadership [station supervisor] is very clear about what he 
wants from us.” (ICon Two)             
It is important to acknowledge that the reputation of the programme from Station one 
would have impacted in some way on Station two. News travels fast in the policing 
environment, particularly between two stations located in the same city. Had the LDCP 
gained a poor reputation in Station one, it would have carried across to Station two. That 
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sergeants from Station two recorded less initial resistance to the programme, was likely a 
function of both the current change climate in their station and the fact that the LDCP came 
with a positive reputation. 
4.4.3.2 Station Culture and Perceived Content Validity 
Perceived Content 
validity 
Extent to which trainees judge training content to accurately reflect 
job requirements 
 
The notion of perceived content validity was a key component of the potential to transfer 
learning in this study. As discussed in the literature review (see p. 80), if police officers do 
not see the material as relevant then they will completely reject the learning opportunity. 
Perceptions of content validity were already in place before the programme began and were 
linked to openness to change. In Station one, ambivalent or negative perceptions were held 
despite the sergeants knowing very little about what the programme might entail – apart 
from the emphasis on a workplace stress focus. In Station two, the perceptions of content 
validity were more positive, in part because the programme had developed a good 
reputation at Station one. There was an evolutionary process whereby the sergeant’s 
perceptions became more positive as they practiced new behaviours and experienced the 
results. 
4.4.4 Summary –the Station Environment 
Many forces in the station environment impacted in some way on the eventual transfer of 
learning from the LDCP. The day to day realities of operational demands negatively 
impacted upon learner readiness and personal capacity to transfer. Design decisions by the 
research team were influenced by the nature of the work environment and a subsequent 
desire to fit in with its demands. Workplace systems and process were problematic for a 
number of reasons. Rosters had an impact on who attended and when and on the 
opportunity to use the skills in the best possible environment. Cumbersome file 
management systems compromised the individual personal capacity to transfer their 
learning. Prevailing cultural norms about learning and development meant there were 
hurdles to be overcome in terms of openness to change and perceived content validity. 
 157 
However, aspects of station culture in both stations were enablers of the learning and 
change process. 
The station environment was the most immediately influential context for the sergeants and 
provided the broader context in which the intervention operated. The following section 
presents the findings of the intervention (LDCP) as the events and actions interacted with 
and impacted upon the various learning transfer constructs.  
4.5 The Intervention Environment- Enablers and Barriers to Transfer 
The AR process was identified as a key enabler of transfer of learning throughout the 
implementation of the intervention. The principles of AR were described in the Methods 
Chapter (p. 102), as a context bound, democratic, cyclic, reflective change process designed 
to improve practice. Coaching is also described as a context- bound, cyclic reflective change 
process (Clutterbuck, 2008). Both action research and coaching acknowledge the 
fundamental principle that the individual is in charge of the outcome (of the intervention or 
the coaching process). In the current study the researchers were involved in improving the 
LDCP process and practice and so too, the sergeants were involved in improving their 
practice. The collaborative nature of action research meant that the quality of the 
relationships was critical to transfer of learning. 
“We realise that you have to build that relationship first before you ask for 
something. So we just make sure that we’re present, we make sure that we’re 
constantly giving back to them, and developing a really solid relationship, so that 
then when it does come for us asking for something, that we can actually ask in good 
faith that we know that we’ve given them something, and this isn’t a one-way 
transaction, this is a relationship. So it’s really important, travelling three hours to 
get to a station just to be there for half an hour that’s part of it, and you have to do 
it.” (IProMan) 
Not surprisingly then, the research methodology was found to strongly support the transfer 
design, making AR the single most significant transfer design factor in the study. Strong 
transfer design was intended to buffer as many of the barriers while at the same time 
capitalising on as many of the enablers as possible. Transfer design is therefore addressed in 
each of the subsections in this section which describes the findings involving the 
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intervention process. The section is divided into the analysis, design and development, 
implementation and evaluation phases. 
4.5.1  The Needs Assessment Phase  
The challenge and importance of understanding the macro environment in the needs 
assessment phase were expressed by the Project Manager. 
“Well particularly within [Police] the hierarchy is an issue, and was always going to 
be an issue. You can’t talk to someone further down the rung or a ladder until you’ve 
spoken to everyone above that person, so there was some of that. Understanding 
the organisational politics is really important, and that is a process that takes a long 
time. And to make sure that we spoke with the right people that had the right 
information, and could make sense of this really complex and dynamic organisation 
was really important”. (IProMan) 
4.5.1.1 The Needs Assessment and Transfer Design 
Transfer design Degree to which training has been designed and delivered to give 
trainees the ability to transfer learning to the job, and training 
instructions match job requirements  
 
The comprehensive approach to identifying and understanding the workplace stressors 
proved to be critical to the subsequent LDCP design and development. A group of university-
based researchers surveying in what was an essentially closed organisational culture could 
have missed, misinterpreted or assumed many of the important stressors present in the 
environment. By following up the initial survey with focus groups to identify the specific 
conditions that were stressful or supportive, the research team ensured that the next stage 
of programme design would be relevant to the identified needs of the station staff. 
 The strategy development workshop ensured that the underlying contributory factors were 
identified and that the final design of the programme would potentially address those 
issues. The strategy workshops contributed to the decision to run the programmes at the 
station level, which was a critical transfer design decision.  
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“So then we almost had to go back to the drawing board, and now that we 
understand the whole system, then we could then go okay, so let’s look at a station 
and then assess the needs of the station, and implement an intervention that fits 
that context rather than taking sort of the broad view first and then trying to 
implement something that would fit that whole organisation.” (IProMan) 
Recognition that the immediate environment in the workplace has the most immediate 
impact on wellbeing meant that the design and development were much more likely to 
consider how the local environments could be changed, rather than produce some kind of 
generic programme that might or might not fit across a range of stations, Divisions or 
Regions. 
4.5.2  Design and Development Phase and Transfer Design 
Transfer design Degree to which training has been designed and delivered to give 
trainees the ability to transfer learning to the job, and training 
instructions match job requirements                                            
 
The thoroughness with which the needs assessment process was undertaken, as discussed 
above, provided a measure of confidence that the resulting programme would be relevant 
to the health and wellbeing needs of individual stations. The process of examining the needs 
assessment responses by asking the question, “what can we achieve given the resource 
constraints”, enabled a realistic programme design.  
To design and develop an effective intervention requires an appropriately skilled team. 
There was a view amongst the research team that the right people were in the right 
positions to ensure the programme design was robust. In response to a question about 
whether the team members had the right skill mix, a facilitator said; 
“Definitely. I think that was vital. If we had too many practitioners, let’s say, it 
wouldn’t work so well. If we had too many researchers it wouldn’t work so well 
either. I think we had a good combination, and also your knowledge of the policing 
helped with the design as well. So that context knowledge is very important.” (IFac) 
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The design and development of the LDCP were an iterative process involving negotiation 
with the stations to determine what was operationally realistic for them while at the same 
time pedagogically sound for the research team. The flexibility of design was very 
important. 
“The ability to be flexible was also something that helped the programme. If we 
were strict with how we wanted this to look it would not have happened, which is 
interesting because looking at traditional intervention literature, fidelity is such a 
crucial part of interventions. But what we actually found was it’s a limitation of I 
guess adapting to the context.”  (IProMan)  
To begin with, the initial workshop was only planned to be two hours long. Once learning 
objectives were set it became clear to the team that a full day programme was the 
minimum time required to set the scene for the coaching part of the programme. This was a 
significant time commitment for Station one and had to be carefully negotiated. By the time 
the LDCP moved to Station two, there were no issues about the time involved as the 
perceived value and credibility of the programme was already well established. 
The selection of appropriately qualified personnel to develop and implement the 
programme impacted positively on the programme implementation. The programme 
development team consisted of myself and two organisational psychologists. I had 
significant experience in developing leadership development and coaching programmes in a 
policing context and the psychologists brought consulting, coaching and research 
experience. The team used a structured process for developing the programme content. We 
began with learning objectives based on participant potential needs wants and 
expectations, balanced with the aims of the programme which were to develop specific 
wellbeing related leadership competencies.  
“Met the team today and we appear to be all on the same page in terms of focusing 
on the participants and their competencies- not the content which is great. I am a bit 
concerned that Vic Pol may not realise how important it is that we have a full day 
programme to kick things off” (DN) 
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“I suppose one of the major things that I remember is thinking and talking about 
what the members would require and how we would deliver a program such as this 
and tailor it to their needs. ....I just remember lots of consultation amongst the 
team.” (IFac) 
The team believed that this participant and outcome focused approach, rather than a 
content-driven approach was a critical transfer design factor in increasing individual learning 
transfer and the overall success of the programme.  
4.5.3  Implementation Phase 
Five learning transfer constructs were identified as influential within the implementation 
phase. These were transfer design, perceived content validity, feedback and performance 
coaching; supervisor support/opposition and; peer support for new behaviour. They are 
discussed in the following five sections.  
4.5.3.1 Transfer design - the Implementation Phase 
Transfer design Degree to which training has been designed and delivered to give 
trainees the ability to transfer learning to the job, and training 
instructions match job requirements  
 
The positive or negative effect of transfer design decisions first became evident during the 
implementation phase of the programme. The transfer design section below has some sub-
sections, each identified as an influential sub-theme within the broader transfer design 
element.  
Earlier sections in this chapter discussed barriers to, and some enablers of transfer, 
including organisational culture (p. 141), systems and process (p. 147) and operational 
demands (p. 143). The barriers were identified as a significant combined force throughout 
the implementation phase of the programme. The following sections identify where transfer 
design influenced the transfer potential of the sergeants as it attempted to buffer the 
barriers. 
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Setting the Scene  
Designing for learning transfer was fundamental to the implementation of the programme. 
Sergeants were challenged to become aware that they were responsible for any change that 
might occur. This attention to the transfer of learning was used from the very start of the 
programme. At the first workshop after initial introductions, the participants were asked to 
write and draw pictures with their non-dominant hand. This was followed by a discussion 
about the legitimacy of comfort zones and how, when we make choices to do things 
differently, uncomfortable feelings can accompany our attempts to change. In interviews 
and focus groups some months after the event, some sergeants and station supervisors 
referred specifically to the non-dominant hand and comfort zone activities.  
“[Facilitator] introduced it so well about being out of your comfort zone and that’s 
where you genuinely start to learn, I think that even getting – sowing that seed into 
their head early into the piece encouraged them to venture out of their comfort 
zone and to push some of their envelopes.” (IStSup Two)  
The station supervisor’s observations suggest that the concepts had resonated with them 
and prepared them for change. 
Another important early workshop activity was the opportunity for the participants to talk 
in pairs about what they hoped to get out of the programme. They then each shared their 
thoughts which were recorded on a flip-chart by the facilitator. The formal programme 
objectives were then presented, and these were compared to the statements made by the 
sergeants. The formal objectives were written in the first person and were action oriented ie 
“you will have the opportunity to...” 
Each of these strategies was carefully designed for the sergeants to see that they owned 
their own learning and that their views and ideas were critical to improving the workplace 
psychosocial environment. Comparing their objectives against the formal objectives clearly 
showed alignment between their considerations and those of the facilitators. Most 
importantly it gave the sergeants a sense of ownership. Having worked in a police learning 
environment I knew that the sense of ownership usually sits with the organisation, not the 
individual. 
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Post workshop discussions amongst the development team confirmed that this strategy had 
been successful. The initial activities had been very well received and the sergeants were 
fully engaged in them. There was a something of a sense of surprise and relief amongst 
many of the participants in both stations that the programme may actually be enjoyable and 
worthy of their time and effort. 
Locating the Programme in the Workplace 
Holding the programme within the stations rather than off site, was a pragmatic decision in 
terms of the best use of time and place for the workshops and the practicalities of the 
sergeants having easy access to the coaching. This pragmatic approach meant that the 
sergeants were able to literally step out into the workplace and experiment with their new 
learning. This immediate experimentation with the communication methods with 
constables was observed by one station supervisor as critical to the learning. 
“I really don’t care the method behind it but it was occurring, where again, if they 
were in a classroom at the academy, at our academy say, they were half an hour or 
an hour away it would be a day or two before they were back in the work 
environment before then they would – if they recalled it, if they’d already forgotten 
– but they were literally walking out of there and already playing with the tools 
they’d been given.” (IStSup) 
These immediate opportunities to practice the skills led to a greater likelihood that they 
would use them again at another opportunity (hence opportunity to use being a transfer 
construct). Locating the programme in the stations also provided the opportunity for peer 
support. Peer support as a transfer construct is discussed in more detail later in this 
implementation phase section (see p.161). 
Locating the programme in the workplace, was also helpful in managing the complex 
rostering factors, particularly when things went awry. The Project Coordinator described 
how commitment of the rostering staff at station averted the potential for the programme 
to be derailed.  
“They could have really walked away and said, “You know what, this program is just 
too much of a pain in the arse. It’s too costly of our time and it’s too much of a 
nuisance.” But he didn’t. They just went, “Okay, that’s all right. We’ll just deal with it 
 164 
and we’ll just reschedule.” So the fact that we had that level of… The trust was there, 
the buy-in in the programme was there.” (IProCo-ord) 
The programme was “here” it was “real”, it wasn’t something unrelated to the day to day 
work of the station, people could see it and feel it. Everyone had a part to play in making it 
work so the programme location was a contributor to the relationship building that buffered 
the logistical challenges of the programme. 
The Two -Station Programme 
Consecutive implementation in the two stations enabled a strong focus on the action 
research goal of improvement of practice. As discussed earlier, the ultimate goal of the 
programme was to improve the supportive practice of the sergeants, specifically around 
providing advice, guidance and feedback. To achieve that, it was recognised that the 
research team (designers, developers and facilitators/coaches), and the police coaches, also 
needed to reflect upon their practice and to make adaptations. The staggered approach to 
programme implementation enabled the research team to reflect on their actions and how 
they matched the transfer goals of the programme. They planned adaptations to the 
programme in the knowledge that they would have the opportunity to use those new ideas. 
The input from sergeants in Station one around changes to the programme was critical to 
making sustainable, worthwhile adaptations. The research team’s motivation remained 
high, despite many logistical challenges. The following quote is from an email from the 
Project Coordinator to the facilitators/coaches and the rest of the research team; 
“I think its really important that you both – and the team – receive this [very 
positive] feedback. Especially given that it came from both S/S and the inspector! So 
awesome work everyone. It’s easy to become despondent when you have a member 
who appears resistant or you receive feedback that is maybe a little off the mark. But 
go to the horse’s mouth and it looks quite different (I think) – and there are always 
contextual factors which can explain really what’s going on…so we are on track!” 
(Email ProCo-ord) 
This quote shows the principle of support that underpinned the programme. It shows that 
the programme implementation was a challenging process in a challenging environment and 
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the importance of celebrating the successes to build motivation that could buffer the 
barriers to learning transfer.  
The 180-Degree Surveys 
The 180-degree surveys completed by the sergeants and the constables were a key feature 
of the transfer design. The process of completing the surveys was a unique experience for 
the sergeants in both stations and provided a platform for introducing the coaching process. 
There were reports of considerable discussion about the survey results in the sergeant’s 
offices and meal rooms of both stations. The change to individual reports in Station two, 
produced considerable personal ownership and reflection in some sergeants. 
“I think the programme gave me some honest feedback. It was a real kick in the 
pants in terms of how a different generation perceives you... what got me was the 
feedback, was the honesty, was the frankness which I thought was really important” 
(IS Two) 
There were also reports of sergeants in Station two taking umbrage at some of the 
comments (which the sergeant in the above example did in the first instance). When the 
180-degree feedback was received by the sergeants in Station two, some of the more 
experienced officers were surprisingly negative about their feedback indicating that they 
presented some of the less desirable behaviours. However, this response wasn’t so 
surprising when the possible reason was explored in interview with an internal coach. There 
had been a long- standing tradition in previous decades of sergeants providing feedback on 
constable paperwork with red pen corrections, often accompanied by criticism. For some 
sergeants who had experienced that as constables, the less desirable 180-degree feedback, 
also presented in red ink, likely produced similar feelings of being exposed for failing to 
meet a required standard.  
“They fixed on the red being bad and said things like “yeah but I’m in the red” Yeah it 
was, it was a definite trigger” (ICoach)  
The sergeants’ responses demonstrated how despite designing for transfer, that is, using a 
suitable tool for the sergeants to explore their supportive leadership competencies, there 
was still potential for derailment by factors that could be unknown to, or not understood by 
the research team. The capacity to first identify what is occurring and then to respond to it 
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was dependent upon good communication and strong interpersonal connections. There was 
potential for those who were feeling threatened to become defensive and to reject the 
development opportunity. In examining the transfer environment on this one incident, 
connections were identified between perceived content validity, openness to change, 
feedback on performance coaching and the sergeants’ subsequent motivation to improve 
work through learning (MTIWL). So it was vital that the programme design and facilitator 
expertise were such that there were robust coaching processes to deal with this stage in the 
learning and change process.  
The Coaching Process 
The research team identified that the sergeants in the programme had no prior experience 
in participating in a formal coaching process, either as individuals or as part of a team. The 
sergeants were used to operating in a learning environment that was deficit based and 
owned by the organisation, not individuals (as described in section 2.5.3 The Police Learning 
Environment, see p. 79). Their natural reference point was deficit based and externally 
focused. In other words, they had expectation that the experts would identify things that 
were not good and would advise the sergeants on how to fix them. Instead, the coaching 
approach was about the sergeants themselves identifying goals for behaviour change in the 
workplace. This approach was immediately problematic in Station one, partly because it was 
more difficult to identify personal goals when the 180-degree survey results were collective 
responses for the entire team. However, it was also problematic because of the sergeant’s 
inexperience with the coaching approach of personal goal setting to achieve behavioural 
change. This inexperience proved challenging for both the police coaches and external 
facilitator, who walked a tightrope between encouraging “stretch” goals and advising or 
telling them what they should be doing. The external facilitator understood the need for the 
sergeants to own their own development goals and what was needed to achieve that end. 
The sergeant’s initial responses to the police coaches were impacted upon by having 
experienced authoritarian leadership in the past. 
“They were very... for a start they were going, “What do you want me to do?” “What 
goals do you want me to set, coz I’ll do it. You tell me what you want done – if you 
want me to do this, I’ll do it for you.”” (ICoach)   
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The potential for transfer was initially hindered by both the sergeants and the police 
coaches having limited understanding of how to set realistic development goals. Despite the 
challenge of setting appropriate stretch goals, there was early evidence that the sergeants 
were highly engaged in the process. 
“The coaching is coming along, and the sergeants were so passionate about the 
whole program that they wanted to “do it justice” so have asked for the time 
between coaching sessions be extended to give them more time to actually work on 
their goals”. (EmailFac) 
Inexperience with the developmental coaching process was also evident in the responses by 
sergeants in Station two. As mentioned earlier, a number of them were unhappy about 
critical comments when they received their 180-degree leadership competency results.  
The presence of critical comments needed to be well managed in the coaching sessions. 
Despite their inexperience with coaching and subordinate feedback, most of the sergeants 
really appreciated the opportunity to discuss their leadership in a one-to-one situation. 
Consideration of transfer in the programme design meant that there was a strong link 
between the behavioural strategies (models) covered in the workshop, the coaching process 
and the subsequent workplace behaviour expectations. In the quote below the sergeant 
described how that process worked for him and how important it was to have the coaching 
sessions in which to link the theory into workplace practice. 
“We went to a job and they mucked up and they should have done it this way and I 
came and this is what I said…. And then [external coach] would say in the early days, 
well how did you give that feedback? I just told them blah, blah, blah, and [external 
coach] said, “….did you consider using the Ask/Add model?” [I replied] “Oh you could 
probably say I used it. Well I did ask them a question, and then I did tell them, so 
that's probably add, so that part of it, earlier days probably, just needs to be 
reiterated”. (FS One) 
This sergeant was able to explore his efforts to communicate more effectively with the 
constables in an environment that was non-judgemental. The mention of “early days” and 
“just needed to be reiterated” suggest that he began using the models immediately and a 
possible intention to continue to practice. Through the coaching process he was able to 
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reflect on his own actions in comparison to the ideal and determine what he might do in the 
future. 
The Coach the Coaches Programme 
The coach the coaches programme was vital to the sustainability of the LDCP beyond this 
pilot programme. Using external coaches to coach individual sergeants was not a 
sustainable intervention model. A coaching programme for police coaches acknowledged 
that the organisation needed to own their own programmes in the long term. It also began 
the process of recognition of the need for a fresh approach to learning and development 
within the organisation. 
There was some risk in having inexperienced police coaches. Several of the coaches selected 
early in the programme proved to be unsuitable as they were unable to demonstrate the 
required skills; 
“There was some push back earlier on during the program where one of the coaches 
said no, no that's bullshit you're not getting away with that, you tell me now, put it 
down, write it down, write some real clear goals and that I think upset some 
people.” (ICoach) 
The fall-out from this situation was well managed by the facilitators. Had that not been the 
case, then the programme reputation could have suffered significantly. Police coaches 
reported that the design of the process to enable them to learn to coach helped them 
scaffold their learning; 
Facilitator: “So you had the training session then you observed, you co-coached, 
then you did it by yourself, with feedback and so are you saying then you thought 
that was a good model?” 
Interviewee:” I thought it was a great model. Having somebody sit there and debrief 
afterwards I found very beneficial. I also thought going back and refreshing for the 
coaches was great “. (ICoach) 
Efforts to develop a community of practice amongst the police coaches were not successful; 
“I found I’d turn up to my community of practice and there would be me and one 
other. So (laughs) you’d go... I love the theory... oh so-and so sent an apology ‘cos 
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they are working this shift., someone else, they can’t make it because they got tied 
up with this. It just became very difficult to develop a community of practice. The 
shift work is a killer.” (ICoach) 
Intention to build a community of practice was a feature of robust transfer design, but 
intentions were not enough to negate the impact of heavy workplace demands.  
Workplace demands and the selection of several unsuitable coaches in the first instance 
meant that much of the coaching in Station two became the responsibility of one police 
coach. This provided continuity for the people being coached but was a significant effort for 
the coach. Within the policing environment, there is an expectation that staff will take on 
additional specialist portfolios and manage them alongside their day jobs. This was the case 
with this coach and the reason he maintained interest and capacity was largely due to his 
motivation to learn in the role and his recognition of the important contribution that 
coaching could make. 
“As it progressed I was very much into getting the person to develop, come up with 
their own goals. And I think as I sort of got more comfortable with the role I got 
more comfortable with pushing them a bit more with the goals. For instance, I think 
that the last guys that I coached, I think their goals were much more linked to 
underlying values that they had.” (ICoach) 
This quote illustrates the progress in coaching skills by the coach and highlights the 
challenge of coaching and being coached in a command and control environment. 
External Versus Internal (Police) Coaches 
Perceptions of the competence of the coaches were important for programme credibility. 
There were differing views about the comparative effectiveness of the external and police 
coaches. Station one sergeants received coaching from the external coaches with the police 
coaches in the trainee role then progressing to taking sessions alone. Station two received 
only the police coaching. Subsequently, Station one sergeants expressed a strong 
preference for the external coach. A view on why this might be the case was offered by the 
Project Coordinator in the following transcript conversation; 
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Interviewee “I can imagine what it would be like having someone from your own 
workplace coming in and coaching you. Because they’re so suspicious, police, 
it’s almost as if they don’t want to open up too much to their own kind, 
because you just never know. But if it’s from an external person who really - 
they know about police but not really, there’s something very powerful about 
that. It’s like why you go and see a therapist who knows nothing about your 
life.” 
Facilitator “Right, that’s a good analogy”. 
Interviewee: “Yes, you don’t go to a family member, you don’t go to a friend. They don’t 
know anything about you so you can go in there and you can open up about 
everything”       
Facilitator: “When you were first talking, I was thinking, “So this is about a deep mistrust 
in the organisation”, but when you used the analogy of family, it puts another 
slant on it, doesn’t it?” 
Interviewee: “That’s what it’s like. For them, other members, it’s like their family and 
friends and to open up and talk about your weaknesses, it’s scary. There’s a 
level of judgement that can be there. It’s like by having that external expert, 
you have trust that they can contain you. There’s a safety-ness there about it 
I think, a non-judgemental space. Whereas they’re constantly judged all the 
time, constantly having to watch their back all the time.” (IProjCoord) 
The Project Coordinator was a Clinical Psychologist who had developed very strong 
relationships with staff at all ranks at the stations, making her insights valuable in 
developing an understanding the possible motivations behind the sergeant’s behaviours. 
 Another situation to illustrate the differing responses to external and police coaches was 
evident in the reaction to a planned “booster session” for Station one. The decision to run a 
booster session was the result of a request from the station sergeants for further 
development. When the announcement was made that the session was to be taken by the 
police coach, not the external coach, the sergeants lost their enthusiasm for the session and 
changed their view from needing and wanting it to complaining about having to do it.  
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“According to [police coach], the sergeants were frustrated that the program was 
still “ongoing” and felt it was being “dragged out” for far too long – particularly when 
they thought that the program finished in March. They reported feeling annoyed 
that they had to get involved in the booster session, and were slightly insulted as 
they…. continued to practice their goals. They also reported feeling a little “peeved” 
about the prospect of another re-assessment in Aug/Sept.” (Email ProjCoord) 
A number of factors were influencing their responses. This event was only 12 weeks after 
they were very positive about being given the development opportunities. The notion of a 
booster session supports beliefs that learning is an inoculation process and confirms the 
"empty vessel” notion of learning as discussed earlier in the literature review (p. 75).  Not 
wanting a police coach to take the session was likely related to issues of trust and 
comparative coaching expertise. The police coach was a novice, and the comparison with a 
psychologist coach may have produced feelings of getting “second best.” These factors 
combined with the high workload demands could have led to feelings of dissatisfaction with 
the entire process.  
Additionally, the Project Coordinator suggested that her regular presence had a positive 
effect on the programme and that when the booster session didn’t work, her lack of 
presence may have been a factor. The booster session failure was a good example of how a 
variety of contributing factors can combine to potentially impact negatively on the transfer 
of learning even when everyone’s intentions are honourable. 
Facilitator’s Skill Level (External Coach) 
The choice of suitable facilitators to lead the workshops and coaching programme was a 
critical part of transfer design and was considered by the participants to be a vital factor in 
their engagement in the learning process. The research team identified that a climate of 
cynicism about new learning and development existed in the organisation. They realised 
that gaining initial professional credibility with the sergeants was critical. The selection of 
highly competent and confident facilitators led to a solid start for the programme. That the 
lead facilitator had parents who were police officers transpired to be important to most of 
the sergeants. The facilitator having police officer parents appeared to be most significant in 
Station one where the programme was an unknown entity, and therefore had no reputation 
on which the sergeants could base their opinions. 
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“And I think I said originally, having (facilitator), whose parents were police people, 
she had an inside into what the job was about, she knew the stresses involved with 
her parents being police people and that just showed a bit more credibility than 
having somebody come (from) outside that’s never had anything to do with police 
people, she’d been able to come in and gain her confidence” (FS One) 
The reference to “gaining her confidence” is an interesting one, considering they knew her 
professional qualifications and would not be implying she had limited confidence in that 
regard. What they appear to be referring to is the confidence to perform in the difficult 
police learning environment. In addition to the facilitator being more credible because of 
her police parents, the sergeants in Station one also felt that the ability to keep confidence 
was critical. In Station one where the external facilitators did all of the coaching, the 
sergeants expressed a strong preference for a trusted outside coach ahead of police based 
coaches. 
Station two participants also noted the critical role of facilitator skill in contributing to the 
successful completion of the programme. The station supervisor in Station two expressed 
high praise for the professional skill of both the external facilitators. He explained his view 
by describing a contrasting response by station staff to a facilitator from a different 
programme whom they deemed to be incompetent; 
“Given a chance, they would have thrown rocks at his car – I would have thrown 
some myself he was so bad” (IStatSup Two) 
Similar views of the importance of facilitator skill were expressed in a focus group; 
“The people delivering it and their belief in the package is paramount to the success 
of the package”. (FS Two) 
This comment likely comes from previous experiences in the police learning environment 
where people have delivered learning events with which they have no real connection or 
commitment. The notion of “delivering a package” is normal parlance in the policing 
environment. Delivering a package is content focused, not learner focused. Delivering a 
package has no inference of ongoing learning, no connection to process or trial and error or 
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transferring the learning into practice. The importance of the facilitator skill is expressed in 
the following comment; 
“It's a really really valuable program. I've learned a lot from it and I'd hate to see it 
be undermined by not being delivered by the right people” (FS Two) 
Other statements showed links between facilitator skill and several of the learning transfer 
constructs; 
 “Some of the sergeants had no idea what they were going into. It was just another 
course and if [facilitator] hadn’t had been such a strong presenter in those first 
sessions, quite potentially could have lost them from the outset.” (IStatSup Two) 
This statement clearly demonstrates a strong link between learner readiness, openness to 
change, perceived content validity, MTIWL and facilitator skill. In a policing context, where 
time was of the essence and there was a strong focus on operational demands and the 
resulting output measurements, one cannot underestimate the value of the facilitator’s 
credibility through making the learning immediately relevant. 
The Participant Voice 
The focus on the transfer of learning in the implementation of the programme encouraged 
the sergeants to express their views, their doubts, their concerns and if they wished, their 
feelings about the programme and its impact on their own development. Sceptical views 
about the value and intent of the programme were acknowledged by the research team 
who showed a willingness to fully engage as equals with the sergeants. They believed that 
building trust and credibility would create confidence and willingness in the sergeants to 
explore the behavioural changes further. 
“They’re trained to sniff out things that aren’t quite right. So when you’re going 
there and it’s not quite right, they will sniff you out. It’s the way that they’re wired. I 
think that’s why the genuineness for them is so huge, such a big factor in policing 
because it’s so rare for them”. (IProCoord) 
The Project Coordinator stressed the importance of building quality relationships which 
then created interactions that were genuine and meaningful and based on mutual trust 
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“Then it also started developing relationships and bonds with the sergeants. For me, 
my role was very much facilitator of that. It was creating those bonds and those 
connections so that the likes of yourself and [facilitator] could then come in and walk 
across those bridges quite easily so they were well received, if that makes sense.” 
(IProCoord) 
This statement highlights that building quality relationships was embedded in the transfer 
design and supported learner readiness. Mutual respect and genuineness built a level of 
trust whereby the sergeants felt safe to share things that were not usual topics of discussion 
amongst police officers. 
“They were just genuinely really good people [the research team], and really nice 
and easy to talk to and so it went really well. It wasn’t just a whole heap of 
academics telling us how we should be doing things, it was just conversations to 
start thinking...”(IS Two) 
The sergeants were encouraged to adapt the language of the theoretical models to suit their 
environment. Toxic mutations (changes that altered the meaning and intent), were avoided 
by ensuring the sergeants understood the important principles that should not change. The 
facilitators spent considerable time in the coaching sessions exploring with the sergeants, 
meaningful ways to use the models in the workplace. One sergeant made the following 
comment about the Skill Will Model which was designed to provide them with a framework 
to think about the constable’s skill and motivation levels and ways they might support their 
development; 
“We use our own language, but we might talk about that actual framework, but in 
the way that we talk about it rather than – and apply it – but we don’t sit there and 
say, ‘Oh look, what do you think of their skill-will? We’ll just have a look at that.’ Get 
out the piece of paper and go, ‘Oh yes, but we don’t do any of that.’ We will just say, 
‘He needs development here, here, here and here. What’s his strengths, what’s his 
weaknesses?”  (FS Two) 
The successful application of the action research principle of democracy was evident in the 
sergeants’ voice shaping both the programme and their individual and collective behaviour. 
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Self Reflection 
Self reflection by all the participants, (the sergeants, the research team, facilitators and the 
police coaches) was necessary throughout the programme. The reflective strategies 
embedded in the programme were designed for the sergeants to consider their behaviours 
in light of their impact on constable stress or wellbeing levels. For most of the sergeants, 
they had not in the past either been overtly aware of the role of reflection in assisting with 
learning and change, nor had they deliberately discussed reflection.  
The 180-degree surveys were the first reflective tool. A second tool was the coaching 
sessions, and a third was the use of journals. A fourth reflective approach was the use of the 
models – specifically the Skill Will Model and the Ask Add feedback/debrief model. 
Participation in the interviews and particularly the focus groups where others views and 
opinions were aired, were also opportunities for encouraging reflective behaviour that 
would assist the transfer of learning into workplace practice. 
There was ample evidence of the sergeants reflecting on the 180 -degree leadership 
competency surveys. Because Station one surveys were of the sergeant group and Station 
two surveyed individual sergeants, Station two sergeants had much more meaningful data 
on their leadership competencies, which created greater opportunity for meaningful 
reflection. Subsequently, there was greater opportunity for Station two sergeants to 
respond to that reflection by setting appropriate individual goals. The impact of this 
reflection on the transfer construct of motivation to improve work through learning 
(MTIWL) is discussed in section 4.6.1 (p. 194). 
The second reflective tool, the coaching process itself, focused on the use of open questions 
to elicit reflective responses from the sergeants, about setting goals and then subsequent 
application of the learning in the workplace. Sergeants identified that the coaching process 
made them reflect on their behaviours and their impact on the wellbeing of the constables. 
“I love that it formalises what we've probably already been doing and that it 
probably, you know, gives it some structure. It’s made us think a little bit more about 
our impact on - from our role on the troops.” (FS One) 
Another sergeant described the link between the initial workshop, the coaching and their 
own behaviour as the result of reflecting on their learning and actions 
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“I thought the coaching was good because it made you refocus on some things that 
you learnt throughout the course that were performed in the day with the course. 
Then instead of you just going away and maybe not being, you know, specifically 
targeting those things, the coaching made you go over them all again in a more 
formalised manner and actually make some notes and start thinking outside the 
square to develop things to your own needs a bit more instead of in the group 
environment”. (FS One) 
This sergeant described an ideal response to the programme strategies, whereby reflection 
led to personal ownership of desirable leadership behaviours. Interestingly, this sergeant 
was from Station one where the group goal approach was identified as less effective. 
Despite that, he was able to take ownership of personal behavioural changes. 
The third reflective approach, the use of reflective journals was not a universally successful 
strategy for transfer. No sergeants identified that they committed to the reflective journal 
writing process throughout the programme. Journal writing disappeared from the 
programme very early on due to a general lack of support from the sergeants.  
Journal writing was designed to increase reflective behaviour and as such was considered by 
the research team to be an important development tool. How much operational demands 
were the reason for poor uptake and how much the lack of appeal of the journal writing 
process was an influence, is debatable. Either way, the research team accepted that journal 
writing was not a “winner” in the eyes of the sergeants and did not put pressure on them to 
persevere. The research team also did not reassess the situation and ask themselves what 
they could do differently that may have improved the use of reflective journal writing. 
Instead, the journal writing process quietly disappeared from the programme.  
The sergeants identified that Skill/Will and Ask/Add models were useful reflective tools in 
the workplace. There was also evidence that they had reflected on their use of the models 
in practice in statements such as the following; 
“I mean, not every conversation model works on every person. So, you know, 
someone that is very receptive to, say, an Ask/Add but they might not like a different 
conversation structure. The Jedi mind trick person responds quite well to the DESC 
model; they're just - "Just tell me what it is you want me to do and I'll do it." So I 
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think by them getting to know [you], and you getting to know them you're better 
able to tailor your conversations to the person; to the individual. That's just a bit of 
trial and error”.   (FS One)      
This sergeant would have reflected on the individuals in relation to the different models, to 
come to this conclusion about the need to know constables well enough to be able to 
respond to them in ways that meet their individual needs. This reflective behaviour 
demonstrated the sergeant was motivated to behave in ways that improved the workplace. 
The relationship between the use of the models and the sergeant’s motivation to improve 
work through learning (MTIWL) is discussed in more detail in section 4.6.1 (p. 194). 
In the focus groups the sergeants commented on the reflection process itself as they 
grappled with the question of whether they thought they had succeeded in improving the 
psychosocial working environment 
“Sometimes you know, you drive on the way home, you have a little bit of a debrief 
with yourself, going oh yeah, that worked well or something I tried here or 
whatever”.   (FS One)                   
“You don’t always do something and go, ‘Oh hang on, did that..? Was that because 
of the program.?’ And it’s not, it’s just something that we’ve learnt to do and then if 
something works you’re going to keep doing it”. (FS One)  
“Again it was something probably I have always done or did in a roundabout fashion, 
it’s a way of describing it and putting it in a context I guess. Because when we’re 
listening to that, we go, well I sort of do that already, but it gives it an aim and sort of 
ratifies it I guess. It says, this is what it is, this is what it’s supposed to achieve. I’d say 
a lot of us were already doing that.” (FS Two)  
The sergeant’s recognition that “a lot of us were already doing that” shows the value of 
reflection in providing a link between current behaviour and desirable behaviour. They also 
described the difficulty of being reflective in the policing environment. 
“Because it’s probably on a micro level or even subconscious level, and you tend not 
to recognise perhaps when you’re doing it, then you think back and you say,.. but 
because you’re – when you get bogged down with day to day stuff and stuff like 
 178 
that. So it’s hard to – I’m doing this now, oh that’s right, I’m doing what I learnt here, 
you don’t think like that. You may be doing it and sometimes it’s difficult to reflect 
on examples where you’ve done it that you can pull it apart and actually recognise 
it.” (IS One) 
Some sergeants recognised a deeper level of awareness of what was important to them in 
their roles. They recognised the importance of having that deeper level of understanding so 
that they could maintain the behaviours that they inherently knew were important but may 
not necessarily have consciously paid attention to in the past. 
“I think that’s just taken down a bit further that it’s because that sort of stuff you’re 
talking about is a theoretical underpinning or knowledge now, perhaps that although 
we may have had on one level, perhaps not as consciously before. So now we’ve got 
it, I guess that impacts about how we actually go about the business.” (IS Two) 
As participants in an action research process the sergeants were also working with the 
research team to improve their (the research team’s), reflective practice. They experienced 
the research team modelling good reflective practice as part of the facilitation and coaching 
process which validated the importance to reflective practice. The sergeants were 
encouraged in their reflective behaviour by experiencing acknowledgement through having 
their thoughts and opinions heard by others. These opportunities for reflection were an 
important part of the trust building environment that enabled the sergeants to believe that 
they had a significant role to play in shaping the final design of the programme that would 
eventually be used for other officers in other stations.  
Summary Transfer Design and the Implementation Phase 
The responses from the study participants indicated that designing for transfer was critical 
to their capacity to transfer the learning into practice. The use of strategies designed to set a 
positive climate along with decisions such as locating the programme in the workplace 
proved to be beneficial in getting the programme off to a good start. Running the 
programme in two consecutive stations helped meet the goal to use past learning to 
improve future learning. The 180-degree surveys supported by a coaching process which 
was delivered by highly competent external coaches were major transfer design factors. 
Ensuring that novice police coaches were supported was important as was providing 
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opportunities within the design for sergeants to reflect on the consequences of their 
behaviour and to contribute to the ongoing design of the programme.  
4.5.3.2 Perceived Content Validity - the Implementation Phase 
Perceived Content 
validity 
Extent to which trainees judge training content to accurately reflect 
job requirements 
 
Perceived content validity was discussed in the Station Culture section (p. 156) where it was 
identified that sergeants had pre-conceptions about formal learning events. Learning events 
were largely viewed as interruptions to real work, meaning that the sergeants were likely to 
have had formed perceptions of the content of the programme even before the content was 
known to them. This potential for pre-conception illustrated the critical nature of the 
perceptions of the sergeants at the start of the programme. There were no second chances. 
In the very early stages of the programme the sergeants kept their pre-programme views 
about content validity to themselves (that is, they did not share them with the research 
team). However, at the first focus group (mid-intervention), they were comfortable enough 
to talk about their initial scepticism. There were varying perceptions of how well the 
programme might meet their job requirements, from deep scepticism through to 
acknowledgement that they would probably learn something useful. The sceptical attitude 
appeared to be more prevalent in those who had lengthier service. Earlier quotes in this 
chapter describe the “what could you teach me” attitude (see p. 154), which quickly 
changed when the programme started and the sergeants could identify the value it 
provided. Sergeants with less experience and acting sergeants were more likely to see the 
potential value right from the start; 
“I was so grateful for the opportunity. For me the programme was incredibly 
valuable. [Police coach] was really encouraging and supportive”. (IS Two) 
Changes to perceptions of content validity were evident as the programme progressed 
“Maybe initially it was kind of something that we were maybe thinking is wishy 
washy. But in the end it’s sort of, you know, it’s- we’re looking at things to improve 
everyone’s performance” (FS One) 
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It appeared from this statement and many similar comments that the LDCP provided the 
opportunity for them to understand the link between their personal leadership behaviours, 
the psychosocial environment and the performance of their staff. 
The interconnection between the transfer constructs was evident in the implementation 
phase. Sergeant’s perceptions of content validity were connected to openness to change, 
and influenced by features of organisational and station culture discussed earlier in section 
4.4.3 (p.152). 
4.5.3.3 Supervisor Feedback, Performance Coaching - the Implementation Phase 
Feedback and 
performance 
coaching 
Formal and informal indicators from an organisation about an 
individual’s job performance  
 
Feedback and performance coaching were at the heart of the LDCP. The transfer design was 
based on the sergeants receiving feedback and performance coaching during the 
programme and on giving feedback and performance coaching to the constables. Although 
these were robust design processes around feedback and coaching within the programme, 
there was not enough attention paid to the importance of station supervisor feedback and 
performance coaching. In Station one it was particularly evident that the opportunity to 
leverage off the station supervisor’s feedback on skill development was largely missed. This 
was expressed by a police coach; 
“But they also have to be onboard so far as um, they’ve got to support the 
programme, but some of the coachee’s would level a degree of criticism towards 
them as well. And another thing was that I can’t make them do stuff so it’s a difficult 
position. So one of the things is that you’ve got to go and get your things signed off 
by the station supervisor. Right? Your coaching programme, contract, maybe half 
did. Maybe. You know in the main they didn’t”. (ICoach) 
Whether the research team could have influenced the amount and quality of supervisor 
feedback in Station one remains an unanswered question. It may be unrealistic to expect 
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supervisors to fully engage in supervisory feedback and coaching when they have not been 
exposed to those leadership development opportunities themselves.  
This transfer construct of feedback and performance coaching is closely related to supervisor 
support or opposition and is discussed in more detail in relation to the two stations in the 
following section. 
4.5.3.4 Supervisor Support /Opposition - the Implementation Phase 
Supervisor 
support/opposition 
Extent to which supervisors and managers are perceived to 
support or respond negatively to the use of new skills learned in 
training    
The Impact of the Leadership in the Stations 
Both the research team and the sergeants identified the role of supervisor’s support in 
enabling transfer of learning;  
“I think having the station supervisors involved was imperative because we had them 
on board. Of course we need to invite them into this space because they will either 
facilitate and promote it or they can put a hindrance on it, and having them on board 
and knowing that they know what’s going on with their sergeants is really, really 
important and having their buy-in. There’s a level of accountability that they’re 
instilling as well and modelling as well, you know, that the sergeant’s model off them 
and the junior member’s model off the sergeant”. (IProCoord) 
As mentioned in the previous section (p. 180), greater supervisor involvement in the 
programme may have further enhanced the transfer of learning in Station one. It would 
have been beneficial to have the station supervisors attend either or both the sergeant’s 
and the coach-the-coaches workshops. Had they done that they would have known more 
about the models in use and have been able to give more formal and informal support to 
the sergeants. 
In Station two, the station supervisors attended the initial and final workshops. There was 
considerable evidence of formal and informal supervisory support, where the LDCP 
objectives matched closely with the change programme already occurring in the station. 
Before the implementation of the LDCP, there had been in place for some years an 
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unwritten rule that constables were not welcome in the sergeant’s office. This unwritten 
rule could be attributed to station culture, born out of deeply embedded beliefs around 
rank superiority. It was also likely to be connected to a high administrative load for the 
sergeants. That the office was a haven for the sergeants lessened the opportunities for 
informal interactions of any sort. It also meant that communication was frequently via 
email. There were limited opportunities for feedback on work, clarification of expectations, 
informal work comments or opportunities to build meaningful relationships across the ranks 
within the station. The station supervisor identified that the communication from the 
sergeants to the constables via email was problematic for the constables. He issued an order 
that there were to be no more “chasers”. A chaser was an email follow-up on file 
preparation work done by the constable. This meant that the sergeant was now required to 
meet with the constable in person to give them feedback. This order was given near the 
time the LDCP started, so immediately provided the ideal opportunity for the sergeants to 
practice their feedback and communication skills. The following quote describes the change 
in behaviours  
“So we rely very heavily on feedback from the sergeants as to what’s going on but 
having said all that certainly the – from my time speaking with troops and from some 
PDA [Professional Development and Assessment]discussions I’ve had we’re certainly 
getting very strong feedback of very high morale, a real feeling of support, a genuine 
feeling that they are welcome in the sergeant’s office and they’re going to get 
answers and support and directions and that they’re all things that are just really 
encouraging to see because it sort of – it validates the work that we’ve been doing, 
that we’re in the right direction and that if we keep running in that direction we’ll 
have a very harmonious workplace and an effective workplace.” (IStatSup) 
The timing of the LDCP with the station supervisor’s expectation that the sergeants 
communicate in person with the constables provided them with the ideal opportunity to 
practice new skills.  
Twelve months after completion of the LDCP a police coach expressed personal delight at 
the station supervisor’s ongoing commitment to the programme objectives: 
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“I was particularly rapt ...when I walked into [station supervisor’s] office downstairs 
– he’s in charge down here and he had the paper up on the wall. I’d gone in just for a 
chat and I looked up and said “Oh you’ve still got that from the workshop” and he 
said “oh yeah I’m still making sure we are holding them to account.” So [station 
supervisor] as the officer in charge here, he really embraced it and he had it up as a 
visual reminder every day of this is what we committed to and this is the direction 
the guys have said they wanted to go. That was never done at Station one. So 
[station supervisor], really committed to the programme which I think..... If you have 
got the boss telling you this is a great programme and I want you all to embrace it, 
you’ve all made commitments to it, keep on going, keep on going, I think it might 
push the commitment and the programme on a bit” (ICoach) 
The reference to” keep on going” emphasises that development takes place over time and 
therefore there is a need for ongoing support, particularly if the working conditions are 
challenging and likely to present barriers to progress. 
The Impact of the Relationship Between the Project Coordinator and the Station 
Supervisors 
The Project Coordinator had frequent contact with the stations, particularly the station 
supervisor and the rostering sergeant. Observations, interviews and focus groups all 
provided evidence of very positive relationships between the Project Coordinator and the 
station staff, at all rank levels. Officers reported that they really enjoyed her visits where she 
would spend time organising various aspects of the programme and generally chatting with 
the staff. These positive relationships appeared to be the largely the result of the Project 
Coordinator’s communication style. In an interview with the station supervisor in Station 
two, when asked how important was the Project Coordinator, and her particular style in the 
viability of the programme. He responded: 
“[Project Coordinator] kept the product viable.....she kept it topical throughout. 
Although her visits were not necessarily designed for specifics she was regularly here 
chatting to us about the programme. She was charismatic, everyone loved talking to 
her and she was always the centre of attention.” (IStatSup) 
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Interested to find out how much influence was the fact that [Project Coordinator] was a 
young attractive, female, I asked would it have made any difference to programme buy-in if 
that had not been the case. He responded: 
“[Programme Coordinator] could have fallen from the ugly tree and she would have 
got the same result because it was her demeanour and character that made the 
biggest impact.” (IStatSup) 
This influential behaviour by the programme coordinator had an impact on a number of 
transfer variables, but in this policing environment, the most immediate impact was likely to 
be the relationships built with senior staff. When lower ranked staff, observed an outsider 
behaving like an insider with senior staff and then behaving in the same way with them, 
there was an increased likelihood that they would have a positive response to the learning 
in the programme. The genuineness of the interactions provided a core strength to the 
programme. The station staff equated the Programme Coordinator and other research team 
member’s behaviours as congruent and honest, and they attributed those characteristics to 
the programme as well. The programme was given credence by the senior commander 
giving up precious time to discuss it. 
4.5.3.5 Peer Support for New Behaviour - the Implementation Phase 
Peer support for 
new behaviours 
Extent to which peers reinforce and support use of learning on the 
job  
 
The decision to run the programme at station level maximised the potential for peer 
support during and after the programme. A group of sergeants attending the programme 
together could develop a naturally supportive environment. This was particularly so as the 
sergeants in both stations identified themselves as belonging to cohesive groups which 
generally enjoyed supportive and collaborative environments, so peer support in the 
programme could be an extension of their normal behaviour. 
A supportive environment was created within the group of sergeants taking part in the 
LDCP. The 180-degree results created considerable discussion, as did the coaching 
conversations and the application of the models in the interactions with the constables. In 
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Station one the sergeants photocopied the material from the programme that they thought 
was important and displayed it on the office walls, for quick reference and discussion. This 
was a good example of a self initiated peer support initiative. During the programme they 
were very keen for the facilitators to believe that they had not put the posters up because 
they had to, but because they wanted to and could see the value in using them.  
“They [2 sergeants not in the project] were in the office wanting to chat with me and 
hear more about the project and made a point of telling me that the reminders had 
been placed about the office on the sergeants’ own free will and not just to show 
me! They also commented that they had heard the sergeants talking really positively 
about the models/ attempts at incorporating feedback etc and [they now], wanted 
to be included.” (FNFac One) 
Sergeants in Station two also reported that they discussed their experiences in the 
programme with sergeants who were not on the programme. So, peer support also came in 
the form of queries from other staff who showed genuine interest in learning from 
participants’ experiences in the programme. Evidence of peer support also came in the form 
of responses from the constables that indicated to the sergeants that other sergeants in the 
programme were trying out the models.  
“For the first couple of days all I got was, "Oh, you're using those stupid Jedi mind 
tricks as well." They'd just walk away. But after a while they realised that it's just 
what we were all doing.” (FS One) 
In this situation, despite the senior constable’s negative response, it was likely that the 
sergeant felt justified and supported in using the new communication style because he 
knew his colleagues were doing the same. There was a sense that this was a combined 
effort to improve the working conditions for the constables. 
The potential for peer support to enhance transfer of learning was evident in Station two. 
One sergeant was described by his supervisor as “almost a mole in the station”. This officer 
was considered part of the “old guard”, but embraced the changes in the station. He was 
not previously identified as a leader in the original sergeant group which had an 
authoritarian leadership approach. However, the new regime, combined with the new skills 
provided him with new opportunities to take a leadership role within the sergeant group. 
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“He’s got an incredible wealth of knowledge but he does engage with the troops and 
he probably – with the old guard, for use of that term, he certainly wasn’t a leader of 
the old guard. He was part of that group and – whereas now his role – he’s certainly 
becoming more of a mentor to some of the junior sergeants with his knowledge and 
he’s certainly – and he’s certainly got a very strong bank of knowledge that he draws 
on and I’ve seen the members will speak to him. They’re happy to seek him out for 
assistance.” (IStatSup) 
The change in behaviour evident here was because the sergeant was supported on two 
levels. Firstly, the station leadership gave him the mandate to behave differently. Secondly, 
his participation in the programme meant he was developing the skills to behave differently 
from how he had behaved in the past. Not only was he supporting junior sergeants, he was 
also identified as a “go to” person for the constables. There is little doubt that the pleasure 
and professional satisfaction of sharing his knowledge with his junior peers and constables, 
further motivated him to repeat the behaviour.  
This individual sergeant had experienced an increase in motivation to improve work through 
learning (MTIWL), which led to the reinforcement and support of both his own and others 
use of new behaviours on the job. By modelling supportive behaviour (sharing knowledge 
and becoming a” go to” person) he reinforced the likelihood that others would model the 
same behaviour. This example of supported behaviour change illustrates the inextricable 
links between the learning transfer system constructs of peer support, supervisor feedback 
and performance coaching and MTIWL. The sergeants had support from their peers and 
their supervisors as well as performance coaching from their coach. This was a strong 
network of support to keep their motivation high as they learned and then transfered the 
skills into daily practice. The example also highlights the importance of developing positive 
relationships in the pursuit of transfer of learning. 
“It just puts all of the sergeants on the same page and makes us consistent and not 
give the members mixed messages. No matter who you go to will address their 
problems in exactly the same way or talk to them or - in a supportive way every 
time. (FS Two) 
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4.5.3.6 Summary of the Implementation Phase 
Many factors were interacting to influence the transfer of learning during the 
implementation phase of the LDCP. Designing for transfer was evident in the decision to 
locate the programme in the workplace, the staggered two-station approach, the use of 
180-degree surveys, and the coaching process, despite some challenges with unsuitable 
coaches at the start. The coach the coaches programme was a further example of designing 
for transfer but which was limited by workplace demands including roster issues. The value 
of using internal police coaches rather than external coaches was debated amongst the 
sergeants and the research team, with varying views of capacity to trust and competence to 
coach. The skill of external facilitators was universally recognised as critical to learning 
transfer, hence their selection and preparation was an important transfer design variable. 
External facilitator skill enabled the participant voice to be heard and self-reflection to 
occur. 
Perceptions of content validity of the learning process and strategies were clearly articulated 
by the sergeants. Supervisor support was identified as important to transfer as was 
performance coaching and feedback from station supervisors. The supervisor support for 
the programme at Station two was identified by the sergeants and the coach as very 
important to the transfer of leadership competencies into workplace practice. Peer support 
was also identified as influencing transfer, which was made more likely to occur by placing 
the intervention in the workplace. 
4.5.4  Evaluation Phase 
The evaluation phase is the final sub-section in the examination of the intervention 
environment. As with the previous sub-sections on the analysis, design and development 
and implementation phases, it is concerned with barriers and enablers to learning transfer. 
As this study was an action research project, the evaluation phase was less of a phase and 
more of an iterative process as described in the methodology section of the study (see p. 
102). The evaluation phase is discussed below using three headings; the action research 
process, the qualitative data and the quantitative data. 
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4.5.4.1 The Action Research Process 
The Project Manager described the station staff as "almost becoming part of our research 
team". The reference to “almost” reflects the fact that the CHW project was not an action 
research project in its initial form. When I joined the team as PhD researcher and advisor on 
development and implementation, I took an action research approach (as discussed in the 
methods chapter). The process was a natural progression where those involved recognised 
the opportunity to maximise the benefits of the relationships and the staggered 
implementation in the two stations. The fact that the research team was willing and able to 
make the adaptation was important to the outcomes of the CHW pilot and my own research 
and reflected the high value placed on the participant’s views and opinions throughout the 
process. 
Had the project begun as action research then the participants would have been identified 
and moulded as participant researchers. How this might have impacted on the transfer of 
learning is an interesting question that is not easily answered. Given the levels of initial 
scepticism, there may have been no real advantage to increase readiness or motivation 
amongst the sergeants. However, it is possible, that perceiving oneself as part of a research 
team with has a greater purpose than improving one’s own practice may have led to deeper 
engagement with the process. This may be particularly so as trust deepened over time. The 
participants certainly appreciated that their ideas and opinions were valued and heard. They 
saw evidence of their views being valued by the ways in which the entire research team 
actively listened to their opinions and ideas and in the implementation of the suggested 
changes to the programme from Station one to Station two. The modelling of this inclusive, 
collaborative approach was also evident in the processes used in the focus groups and 
interviews. 
The traditional research approach taken in the first instance was within the comfort zone of 
the organisation. The organisation needed to see the link between what they considered as 
a robust programme that delivered a product, and a potential reduction in their stress claim 
outcomes. My earlier attempt to institute an action research intervention with NZ Police, 
from an insider perspective was unsuccessful and one of the reasons was that NZ Police 
were uncomfortable with the action research approach. In addition, I was an insider (not 
from an outside organisation with perceived greater credibility), from a relatively low rank, 
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(non-sworn) and female in a male dominated organisation. Ironically, the very same 
credentials made me credible in an Australian policing environment. Again, that was 
possibly influenced by being from outside their hierarchy. This confirms a somewhat 
paradoxical discourse where higher value is placed on outsider input while at the same time 
being "one of us" or at least "someone who understands us", is crucial to credibility. Two 
factors contribute to this paradoxical view - one is the belief that certain types of knowledge 
are held by outsiders - particularly concerning people development (and this is a reasonable 
observation). The other factor is the reluctance to share personal information with internal 
sources because they may not hold it in confidence. There is also the concern that the 
person may in the future "have control over you in their role". The following quote 
illustrates the perceived value of outsider programme ownership to initiate insider trust and 
opportunities for learning and development. 
“Yes, and even now, going into a station and saying this is the program that we have, 
do you want to be involved? I’ll point blank be asked, who are you working for, is it 
the organisation, is it at [University], who is it? And I think that if I said [Police} my 
credibility might be far less. But because I can say this is a research project funded by 
a Government body organised by the university, the partner is [Police], but they’re 
not the ones who have designed the program, they’re not the ones who are getting 
the information and your 180 [results]. All this is handled by us and [Police] gets the 
intervention, that’s it.” (IProjMan) 
The LDCP was a pilot programme. Inherent in the label of "pilot" is the notion that there 
would be changes to any future programmes. Who owns the change, is an important 
question. In this project, ownership of the change was shared and this was important for 
several reasons. The police learning/training environment tends to be content focused, not 
participant driven. Therefore, a democratic approach to learning was a significant deviation 
from the norm. The research team were aware that initial scepticism and cynicism had the 
potential to derail the programme. Sharing the ownership for changes to the programme 
was modelling to the sergeants the importance of them also owning any change or lack of 
change in their own behaviour. Hence, the AR programme design was maximising the 
"enablers" of personal commitment and the motivation to learn how to create a supportive 
work environment. These enablers were catalysts for breaking down barriers such as 
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embedded cultural views around learning and change, and overcoming practical barriers 
such as rosters and high workload demands. 
4.5.4.2 The Qualitative Data Collection Process 
Focus groups and interviews were not only important to programme evaluation but were 
also an important part of the individual development process. The opportunity for police 
officers to sit together and reflect on their learning is relatively rare. The focus group 
process not only provided information and understanding for the external researchers but 
an opportunity for sergeants to hear what other people were thinking about their learning 
and the challenges and support they had experienced. Listening to the views of peers 
provided opportunities for further reflection and learning for all those involved, including 
the research team. The sergeants appreciated the opportunity to share their learning and 
reflections. The levels of trust in the research team were noticeably higher than at the start 
of the programme. Genuine relationships and high trust created a learning environment 
rather than a sole evaluation environment. From an evaluation perspective, the high trust 
meant that police officers were more likely to provide insights that were meaningful, real 
and accurate reflections of their experiences. 
4.5.4.3 The Quantitative Data Collection Process 
The collection of quantitative data for the Creating Healthy Workplace pilot (as mentioned 
in the action research section above p. 188), was an important contextual event which met 
the organisation’s and the individual’s perceptions of relevant, logical, measurable 
outcomes. The quantitative data was collected before and after the implementation of the 
LDCP.  The collection was designed to assess the extent to which the programme influenced 
three sets of outcomes. Firstly, the supportive leadership competencies of the station 
sergeants; secondly, the psychosocial working conditions within the station as perceived by 
members (e.g., workloads, supervisor support, job control) and thirdly, self-reported health 
and attitudes of station members (e.g., psychological wellbeing, job satisfaction, intention to 
quit). The post-program data was collected at two time points; immediately after the LDCP 
had been completed (Time 2, T2) and 3-6 months after (Time 3, T3). 
The collection of data on leadership competencies was identified as valuable in earlier 
sections (e.g., p. 165) because it provided a frame-work of desirable behaviours and 
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opportunities for reflection by the sergeants. From a transfer of learning perspective, the 
180-degree pre, and post leadership competency data collection process contributed 
positively to perceived content validity. This was because the survey data was highly 
relevant to the individual sergeants (though more so in Station two, due to individualised 
surveys). The results of the 180-feedback pre, and post the intervention showed general 
increases in leadership competencies and people management in both stations. In Station 
one, 4-10 percentile point improvements in baseline measures were found at T2 with T3 
showing further improvements of 6-16 percentile points. However, due to 5 sergeants 
leaving the station between T2 and T3, the T3 results were only for those who remained. In 
Station two there were small but broad-based improvements in the leadership 
competencies (1.14- 3.85 percentile points). As with Station one, there was a large turnover 
of sergeants and because of this, the T3 results were not collected.  
The results of the psychosocial working conditions were variable, indicating that 
environmental conditions (other than the intervention), may have influenced the outcomes. 
In Station one all five working conditions, (support, workload, job control, role conflict, role 
ambiguity), showed improvements from T1 to T2 but deterioration in outcomes were noted 
at T3 in all but role conflict. Similarly, in Station two, changes from T2 to T3 were mostly a 
deterioration in scores, for example workload increased from T1 to T3 by 0.16 percentile 
points. Health outcome results followed a similar trend to working conditions results with of 
improvement T1 to T2 followed by deterioration in T3. For example, the biggest T1-T3 
change in Station one was job satisfaction (-2.04 percentile points) and in Station two, 
psychological wellbeing (-2.42 percentile points). It is important to note that none of the 
results was statistically significant. 
Viewed in isolation these results were disappointing, however they illustrate the risk of 
using a relatively blunt instrument to draw conclusions or even make assumptions about the 
capacity of the sergeants to transfer their learning into workplace practice, and then 
positively influence the psychosocial environment. The sergeants understood that the 
results were impacted on by the many factors in their immediate work environment. These 
included changes in composition of the sergeant groups in both stations, internal 
restructuring, role changes and increased supervisory demands due to the influx of new 
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staff. When asked about any noticeable changes in the work environment, a constable 
reported; 
“It’s hard to tell because we’ve had so many new members that it’s hard to judge. 
There are so many people coming and going at the moment that it’s hard to judge 
how balanced or how it’s going purely because you’re working with someone new 
every day. So, it’s like a fresh start every shift – I don’t know.” (ICon Two) 
Apart from the constantly changing work environment, embedded beliefs were also a factor 
for consideration. The sergeant’s high levels of cynicism about what was measured and for 
whose benefit meant that any quantitative data was met with a level of wariness 
“Because the other thing here is, all right, we’ve got Gallagher Basset [health insurer] 
and we’ve got various, whoever involved in this there’s also yourselves to some 
degree, and I completely agree with [officer] regarding the integrity of people, but 
the people conducting this have something to gain as well, in terms of professional, 
if you like, reputation and so on and kudos. And we also wonder, well does that 
affect the outcome? Can you perceive pressure towards a positive outcome? Will 
there be an accurate report on both not only the strengths of the programme, but 
also perhaps the weaknesses as well.” (FS One) 
Results were perceived by some to be at risk of being over inflated, particularly for the 
purposes of the police organisation. A verbal report to senior staff by a state level official on 
the progress of the programme was considered detrimental to reputations at station level; 
“[He was] thought of a bit of a driver too of this program, he was saying that the 
results here were phenomenal, you know, huge change, which just wasn’t true. 
Commanders, were there talking about unplanned leave and how he mentioned this 
program here at [Station one] and that it made huge improvement [in unplanned 
leave], which is not true..... So I said that I actually think this program’s worthwhile, I 
think it’s great and would support it going state-wide with certain parameters. But 
you get labelled the intervention station and people automatically say there must 
have been issues there, so… and that gets back to pride maybe.” (FS One) 
There was pressure too to produce desirable metrics at the station level;  
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“There has been improvement, but not a massive improvement like you said.. And 
some of the KPIs weren’t realistic measures of this program and we went backwards 
on those, you know, brief-compliance we actually went backwards because it was 
taking quite a lot time. But other areas,... it’s very hard to measure.” (FS One)  
In general, the psychosocial working conditions and health conditions data did not feature 
greatly in the interviews and focus groups feedback. This was not because the officers did 
not care about these conditions (clearly they did, as evidenced through their engagement in 
the programme). Rather they appeared to have a level of understanding that allowed them 
not to be seduced by positive responses or disappointed by negative ones. The following 
quote by a constable gives some insight into the challenges of gathering accurate data in 
such a demanding workplace; 
“Honestly we get so many surveys coming at us and we don’t have time to do them – 
sometimes we just fill them in to get rid of them.” (ICon Two) 
For the research team, the quantitative results highlighted the need to understand the 
complexity of the environment, whether the results were favourable or unfavourable. The 
team recognised the potential to be seduced by “good” results and disappointed by “bad” 
results and understood the limitations of interpreting the quantitative data in isolation.  
Having examined the impact of the environment and the systems and processes and events 
that influenced transfer, the following section examines transfer through the lens of the 
individual sergeant and identifies factors that impacted on their motivation to improve work 
through learning. 
4.6  The Individual Sergeant – Enablers and Barriers to Transfer 
MTIWL Motivation to improve work through learning. A function of 
motivation to train and motivation to transfer. Combined 
motivational influences (exponential)  
 
The learning transfer systems approach to analysis recognises that individual motivation is a 
function of a variety of factors about the individual, and about how those factors combine 
 194 
to interact with factors in the intervention, station and organisational environments. It was 
not the purpose of the current study to examine individual personality factors such as goal 
orientation, locus of control or self-efficacy. Rather, the study has examined the more 
general construct of motivation to improve work through learning (MTIWL). MTIWL was a 
useful construct to examine the context and the responses to the LDCP because motivation 
to learn and to transfer that learning into practice is influenced by many of the other 
transfer constructs examined in this study. 
The capacity for the sergeants to improve the psychosocial work environment was 
dependent upon their capacity to make changes through the learning process. Their 
motivation to do so, or not, was influenced by many factors during the implementation of 
the programme, including the initial visits to the station by the research team. A major goal 
of the initial visits to the stations was to help draw the links for the sergeants and other staff 
in the stations, between participation in the programme and improvements in the 
workplace (in transfer terms – improve learner readiness). The initial visits were designed as 
a platform from which to build ongoing and increasing motivation among the sergeants to 
transfer the learning and build expectation of positive outcomes. As the programme 
progressed the sergeants were increasingly able to recognise the link between transferring 
their learning and getting the desirable results. Other transfer constructs interconnected 
with MTIWL, were supervisor support and peer support. Two design factors of the 
programme implementation were identified as being specifically related to the MTIWL 
construct. These were the 180-degree feedback and coaching processes and the use of the 
models within the workplace. 
4.6.1  MTIWL via 180-Degree Feedback and Coaching 
Motivation to 
improve work 
through learning 
A combination of motivation to train and motivation to transfer (a 
higher order construct than motivation to train and motivation to 
transfer viewed as separate constructs). 
 
As described earlier, in Station one the sergeant’s leadership competencies data was 
collected on the sergeant group behaviours, not individual behaviours. The 180-degree 
feedback process was designed as a “launching pad” for the sergeant group to identify how 
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they were going to address the gaps in supportive leadership behaviours that had been 
identified by the constables. The 180- degree results were to provide motivation to transfer 
learning from the workshops and the coaching sessions into workplace practice. What 
became apparent very early on was that that it was difficult for the individual sergeants in 
Station one to “own“ the information in the 180- degree results. It was not that they did not 
recognise that there were areas for improvement, or that this programme was a good 
opportunity to address them. Rather, they felt that because they did not have feedback that 
related directly to their own behaviour, that the results had limited meaning for them as 
individuals. As the programme unfolded the programme facilitators began to hold the same 
view. In the coaching sessions, the sergeants found it difficult to identify individual 
behavioural change goals because they did not have individual feedback to reflect on. That 
the coaching sessions were also in groups rather than individual, appeared to add to the 
problem. This group coaching of group goals proved frustrating at some level for all those 
involved. A police coach was vocal in his frustration because he felt that the sergeants were 
not choosing goals that stretched them personally. He expressed frustration that the 
sergeants didn’t appreciate what they could do to improve the work environment. 
Despite the challenges of the group process, the ownership and subsequent motivation to 
transfer the learning appeared to increase over time. Individual sergeants expressed 
genuine desire to make the workplace a supportive and purposeful environment, so the 
inability to choose meaningful, stretch goals could be attributable, at least in part to the 
group feedback and coaching process. However, the impact of deep cultural beliefs around 
ownership of learning was also likely to have played a role. An interplay between a police 
coach, the sergeants and the external facilitator was of note. The police coach felt that the 
facilitator was “letting them off” and that the sergeants were coming up with goals that 
were far too easy. Meanwhile, the facilitator was keen for the sergeants to recognise that 
reality for themselves rather than to be told to “choose something harder”. This interplay 
was likely to be a combination of the facilitator being unsure of exactly what constituted a 
stretch goal in that environment and the police coach being inexperienced in the coaching 
philosophy and process. The impact of a negative police culture around learning, on the 
sergeant’s response to the learning opportunity was evident in the following statement by a 
police coach; 
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“I think overwhelming they were pretty good, I was really surprised. I thought with 
the length of service for a number of those – those supervisors for the length of 
service, being ingrained into the police culture I was quite surprised at how willingly 
they took it on.” (ICoach) 
The coach provided further insight into the depth of the impact of the performance and 
output focused culture in policing, when talking about the need to remind the sergeants in 
Station one of the focus of the programme; 
“Because they tended to get performance focused and you really had to – and that's 
what I mean towards to the end you had to keep reminding them this is about – not 
so much about you and what a great job you're doing, it's about making you do a 
great job for these guys, I think [they] just need to be fairly clear on that because 
otherwise I could see quite easily how it would get to oh we've got to just get them 
to work harder, we've got to get them to put their paperwork in on time, we've got 
to get – and it could easily go down that path which would be the supervisors all 
unite and say well this is what we want about work performance, this is what we 
demand to see when they submit paperwork, and then we're sort of missing the 
point because we're sort of saying no, well actually the point is to accept that these 
guys do experience you know –you know different culture that there is that settling 
in period into the culture into what's required of them, to come in and then sort of 
put work performance expectations and maybe that's not alleviating some of their 
stress.” (ICoach) 
This quote illustrated the tension between the MTIWL for the sake of the people in the 
environment and to subsequently improve the performance standards and the MTIWL for 
the sake of the performance standards alone, which was driven by the operational demands 
and the systems and processes that support those demands.  
Station two was different from Station one in that the leadership showed a greater 
connection with the programme outcomes in terms of rewarding the behaviour and a 
greater understanding of the relationship between psychosocial environment and 
performance. The 180-degree feedback was a critical MTIWL factor in Station two. The 
change from the group feedback process used in Station one, to an individual feedback 
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process in Station two, contributed to more meaningful information with the potential for 
greater ownership by the sergeants of the outcomes of their efforts to transfer the learning. 
4.6.2  MITWL via the Models Used in the Coaching Process 
The sergeants MTIWL appeared to develop over the period of the programme. Comments 
showed that two theoretically based models were instrumental in this process. Firstly, the 
Skill/Will model which was used to identify, understand and respond to the constable’s 
levels of competence and motivation and secondly, the Ask Add feedback model which was 
a structured approach to feedback and debriefing. There was general agreement amongst 
the sergeants that these two models were relevant and immediately applicable.  
The sergeants liked the Skill/Will model because it filled an identified gap for them by 
providing a process with which to examine the behaviour of each of the constables in 
relation to motivation and competence. The model required them to reflect on the 
individual constable’s behaviour, then map their confidence and competence on a simple 
scale. It enabled the sergeants to consider what they saw and ask themselves “why might it 
be that way?” The model also enabled them to compare the different constable’s 
competence and motivation and to ponder the reasons. It gave them a framework with 
which to discuss each of the constables with the other sergeants who were supervising 
them over the different shifts.  
While discussing the different constable’s performance had always been part of their 
workplace practice, the Skill/Will model brought a level of reflection not previously 
experienced. The model asked the sergeants to consider why a constable had a particular 
level of motivation. An objective of the LDCP was that the sergeants develop an 
understanding of the mutually enhancing relationship between confidence and competence 
in the workplace and their ultimate impact on officer stress. The Skill/Will model provided a 
structured common language for the sergeants to identify the possible needs of the 
constables and find ways to support them. In addition to the use of a common language 
within a common framework, the model also created the potential to develop a shared 
understanding of the progress or challenges of each of the constables. The sergeants also 
reported that the model was particularly useful for their own corro group for whom they 
had personal responsibility. 
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“The models sort of gets more information from the members themselves that they 
have more input in the conversation as well. And, you know, from that information 
we learn more about those members as well and how they're feeling and how 
they're reacting.” (IProjFac) 
The second model to impact on MTIWL was the Ask Add feedback model. This model was 
designed as a complimentary resource to the Skill/Will model and was immediately 
identified as such by the sergeants. Some of the sergeants found that the Ask Add model 
provided a structure for having conversations that gave them information that had not been 
accessible to them in the past. While initially it appeared to them that using the model 
would be most beneficial to the constables because it was an opportunity for them to talk 
about their work, the sergeants found it also met many of their own supervisory needs; 
“I’ve never had a way to find out if they have had any problems during their eight 
hours out on the road. There was no way of even discussing you know if they didn’t 
get on with their partner of if they had a particular problem at a job that maybe they 
were- weren’t quite sure about what they did, but they’ve made a decision and done 
the job. But you can at least discuss the job through with them at the end of the 
shift.... and if they’ve had any problem or whatever to actually telling me what went 
on during the shift, which I reckon is fantastic” (FS Two) 
The model assisted with a significant problem of how to manage remote supervision. The 
sergeants needed a way to engage with the constables that was not threatening or 
accusatory but elicited, the information they needed so that they could manage/support the 
constables in their work. 
Another sergeant described how the model proved useful in working with inexperienced 
constables; 
“A situation might be, working in a car they might run into a job instead of..the way 
they’ve gone about it, you try...rather than jump in and save them all the time you 
might just sit back and have a conversation you know “Hey so what worked well for 
us? What do you think we did really well? OK do you think there is anything we could 
do better? What do you think would be the outcome if we did it the way....with the 
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changes that you think we could make?” And you know I have found that self 
reflection really worthwhile especially with the trainees” (IS Two) 
“And even their welfare where there are - they've had a good shift - it may be - it's as 
simple as that, you know, they're tired. Anything, you know, any little things you pick 
up which you wouldn't have had a clue. So that's the thing I've taken out because I 
have made a real effort to do that each shift and it's starting to - they're starting to 
talk to me like it's natural. “ (FS Two) 
Through experiencing early success in the application of the model in workplace 
conversations the sergeant’s motivation to transfer increased, as did their expectations that 
using the models would make improvements in the workplace;  
“Yeah, it gave me confidence. Once one or two of them started talking to me it gave 
me - I thought, "Well, this is actually worthwhile continuing on." Even though I 
thought it was a load of rubbish at the start but we'd signed a pact to do it. So I 
thought, "Oh, give it a go. See what happens." Then they started talking to me. (F 
Two) 
Their MTIWL was influenced by use of the models. In Station one, early reports by the 
facilitator confirmed high levels of engagement with the models.  
“Great level of engagement, buy-in and enthusiasm shown from sergeants. Many of 
them had already tried some of the techniques” (FNFac). 
The early adoption of the application of the Ask Add model was commented upon by the 
station supervisor in Station two; 
“So I think, seeing as though they were using it within minutes of being told, they 
were using it during their coffee breaks as they came out. It was – the seed had been 
sown and they were having a play with it. Whether it was to get over their own 
scepticism or they were just messing around because they thought it was a bit of a 
laugh and then saw it work.” (IStatSup two) 
This comment demonstrated the power of the Ask Add model to motivate them to use it 
and it also showed the interrelationship between several transfer of learning constructs that 
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impacted on the sergeant’s motivation. The opportunity to use transfer construct is evident 
in the immediacy of the application during coffee breaks on programme days. The peer 
support transfer construct is also evident as the sergeants experiment with the model with 
peers in the safety of their own environment. 
 Most of the sergeants showed confidence that they would have some success in using the 
feedback model by putting it into practice as soon as the opportunity arose. A number of 
them said that they already did something similar, and that this model gave them a 
framework and a deeper understanding of what they were doing, and its importance. For 
those sergeants who were already engaging in positive communication strategies with the 
constables, the model validated their previous behaviour.  
Those who reported trying the model and not having immediate success were not deterred. 
One sergeant described using the model when having a conversation with a senior 
constable whose initial response was very negative and referred to the sergeants new 
behaviour as “trying to use jedi mind tricks on me”. The sergeant reported that he was not 
put off by this response and instead chose a younger constable in his next attempt, which 
met with a very positive response. The sergeant’s willingness to persevere despite an initial 
setback was evidence of being motivated to achieve success with the use of the model 
because he could see its potential value in the workplace.  
There was evidence in the data of a link between the use of the models and MTIWL. As 
discussed earlier in this chapter, some of the sergeants (particularly in Station one) started 
the programme with high levels of scepticism about the value of learning to their workplace 
performance. The initial scepticism at the start of the programme was replaced by increased 
motivation to learn by almost all the sergeants. Both the models appeared to provide them 
with solutions to problems experienced by sergeants interacting with constables. Some of 
them had not realised that these problems existed until they saw the results of the 180-
degree surveys. Those people appeared to have not drawn a link between their 
performance as sergeants and the performance issues of the constables. Once the link was 
made, then the models provided the practical tools to address the gap. When it became 
apparent that the models were immediately applicable and gained positive results, the link 
between learning and performance was more obvious to the sergeants. 
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Finally, the sergeants made the important link between their behaviour and the 
improvement of the workplace for the constables. They identified three areas where the use 
of the Ask/Add model assisted them in improving the psychosocial work environment. They 
were; 
1. The model allowed them to access information about the constable’s work 
experiences to which they did not previously have access. They could then act on 
that information to support the constables in whatever way was appropriate for the 
situation. 
2. The use of the model gave a voice to the constables. The sergeants saw that it was 
important and useful for the constables to have an opportunity to put their ideas 
and thoughts forward. 
3. The use of the model by all the sergeants who had attended the programme meant 
that the constables were exposed to more consistent leadership/management 
behaviour. 
These benefits relate directly to the first two of the workplace stress issues identified in the 
needs assessment phase of the study, namely, access to advice and guidance and access to 
consistent advice. 
4.7 The Post-intervention environment – Enablers and Barriers to 
Transfer 
The purpose of gathering data in the post-intervention environment was to explore whether 
the learning from the programme was still being applied in the workplace after an extended 
period and what had influenced the learning transfer. Did participants remember their 
learning, were they applying it, what was the evidence? If they had transferred learning – 
what had enabled transfer and if they had not – what were the barriers? 
4.7.1  The sergeants 
Five sergeants were interviewed 12 months after the end of the programme (two from 
Station one and three from Station two). Interviews were also undertaken with the station 
supervisor from Station two and a coach who had continued with the programme after the 
completion of the pilot. There was a difference between the two stations in accessibility to 
staff for interview. Despite considerable effort, no response was received from the Station 
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one supervisor and with some persistence, two sergeants were eventually contacted 
directly and individually. This difficulty in gaining access to follow-up interviews was likely to 
reflect the immediate workplace demands taking the attention of the officers. It also may 
have reflected the organisational cultural belief that learning occurs in discrete events, 
rather than as a development process over time. Station one interviewees needed to be 
reassured that they were not being “personally checked up on”, but rather that their 
opinions were valuable because they provided deeper understanding of the learning 
environment. Once the sergeants from Station one were committed to further interviews 
they provided their personal reflections with enthusiasm. Station two sergeants were easy 
to contact via the station supervisor and responded quickly to arranging interview times. 
The influence of individual/personal context and experience became evident as each of the 
sergeants from both stations described their approach to the learning and how it was 
shaped by their personal circumstances over time. Differences in years of service, exposure 
or lack of exposure to other leadership development programmes or opportunities, levels of 
confidence and self- awareness all played a part in the way the learning was transferred. 
“I was lacking a lot of confidence when I first started. I didn’t realise how lacking in 
confidence I was. I thought I was being honest.... but they were ready to accept me 
as an acting sergeant without questioning it, but I gave them a reason to question it. 
The feedback was very very humbling, they had a lot of confidence in me, they were 
quite happy to accept me.” (IS Two) 
And a different sergeant; 
“Having the knowledge from [from the 180-degree feedback] and being in this 
process [LDCP], I was able to validate what I was already doing well and it got 
identified.” (IS Two) 
A third view; 
“The programme led me to become fairly introspective....very reflective. In fact, I 
think as a result of the entire programme I looked completely differently at what 
motivates people and how to manage them”. (IS Two) 
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A Station one sergeant; 
“The good thing about the programme I think it probably taught me how 
to...sometimes you can prejudge but I learnt that you just have to put your own 
views aside and follow a process” (IS One) 
and later in the same interview; 
“I’m still doing the same things I was doing, but maybe I have a better emphasis than 
I did before, but I’m not doing things that have particularly come out of the 
programme.” (IS One) 
For this sergeant, it appears that they saw themselves as integrating the principles of the 
programme into their practice rather than identifying specific tools for use in the workplace. 
While individual sergeants experienced the programme in different ways, there were 
definite areas of agreement where they identified factors that supported their long-term 
use of the learning. Sergeants were generally in agreement that working on the programme 
with peers, in the work environment and with the support of coaches were important 
factors in their transfer of learning.  
In Station two, support for the sergeants by their supervisors (one in particular), in the post-
intervention period, played a critical part in the retention of behavioural changes, in station 
sergeants. Over the 12 months since the coaching was completed the interviewed staff had 
each moved to different stations and were certain that they had retained and were 
developing many of the supportive behaviours learned during the programme. Each one of 
them cited trust in the station leadership during and after the LDCP as a key motivating 
factor in their development. They continued to reflect on the positive impact of Station two 
leadership 12 months later, even though they were in completely different work 
environments. For example; 
“[Station supervisor] was a large part of the reason the programme succeeded. 
[Station two] turned into a very very good workplace, a very happy place to be” (IS 
Two) 
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The opportunity to receive honest, personal feedback was identified by the Station two 
participants as important for their own development 
“One thing the programme gave me was some honest feedback. It was a real kick in 
the pants in terms of how a different generation perceives you. It helped me 
understand and manage my own perception towards change and how I responded 
to change and resisted change in so many ways. How old conditioning which had 
embedded itself..it’s kind of toxic in a way. It enabled me to stop and analyse things I 
had been doing and very easily develop a strategy to be able to move past the things 
that I thought were holding me back.” (IS Two) 
This sergeant described how he made a major change in his leadership style by steering 
away from being process driven to driving relationships. He found the 180-degree feedback 
to be an uncomfortable reality check about which he was initially defensive but made a 
conscious decision to address the behaviours that sparked the comments. It was the 
feedback that was most important to him “to give an impression without disclosing who 
they are..that was pure gold....... being able to have that opportunity was life enriching.” (IS 
Two) 
This sergeant was continuing to develop the changes he initiated at the beginning of the 
programme. He was very firm about his ownership of his learning. The feedback was “with 
my permission, I had ownership.” Unlike other sergeants of similar service length, he did not 
consider the coaching to be a useful development process. 
“In terms of the coaching – didn’t get a lot out of it – didn’t understand it and found 
it was too process driven and thought it was almost part of my old problem, not a 
solution. I found it was too structured and stuck in a pro forma loop” (IS Two) 
Another sergeant, coached by the same person during the same period said; 
“The leadership and coaching programme took me from a place of being someone 
who was sort of struggling with confidence, [now]I’ve basically got the world at my 
feet.” (IS Two)  
The possible reasons for these differing views on the experience of being coached are 
discussed in the Discussion Chapter (p. 227). 
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The mobility of staff mentioned above, was also significant from an organisational 
perspective. The learning transfer environment within the organisation was highly mobile 
and uncertain. An example of this mobility is the email correspondence below which was 
received from a station supervisor in response to a query about how the sergeants were 
progressing with their skill development after the programme ended. 
“Sergeant A was upgraded to Acting Station supervisor from 06/04/14 to 25/05/14 
and again 08/06/14 to 21/09/14, 
Sergeant B took LSL [long service leave] to travel overseas 03/08/14 to 12/10/14 
Sergeant C performing duties with the [X] station CIU 13/07/14 to 02/11/14 
Sergeant D performing duties at the DTU at[ X] Station two4/08/14 to 24/08/15 
Sergeant E transferred to the Crime department 16/03/14 
Sergeant F transferred to Crime department 05/01/14 and his replacement did not 
arrive until 06/04/14. 
 Sergeant G retired 06/09/14 
New Sergeants to arrive 
Sergeant H arrived 06/04/14 
Sergeant I arrived 01/06/14  
 Two Acting sergeant have been working here on and off from other Stations.” 
(EmailStatSup). 
This response illustrated how much effort required by the sergeants and their supervisors to 
maintain the momentum of the LDCP. It also again illustrates the challenges to be 
considered when planning and evaluating programmes designed to improve psychosocial 
work environments. 
4.7.2  The Police Coach 
One coach was available for interview 12 months after the programme ended. This coach, 
had done most of the coaching in Station two and remained working on the programme 
after the current study pilot programme was completed. When asked, what skills he had 
developed in the time since his first coaching experiences, he said; 
“I’ve learnt active listening. As it progressed I was very much into getting the person 
to develop, come up with their own goals. And I think as I sort of got more 
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comfortable with the role, I got a little bit more comfortable with pushing them a bit 
more with the goals. For instance, I think that the last guys that I coached, I think 
their goals were a lot more linked to underlying values that they had. Whereas the 
first ones that I did, I think that they were just very….they were very, for a start they 
were going – what do you want me to do? What goals do you want me to set, 'coz I'll 
do it. You tell me what you want done - if you want me to do this, I'll do it for you.” 
(ICoach) 
The coach had developed an understanding of coaching as a process rather than as an 
event. He has shown that he understood the need for the sergeants to own their own 
development and the importance of linking with their own values. He also recognized that 
learning to coach is a process, and had become fully motivated to improve work through 
learning (MTIWL). He recognised that it takes time to develop expertise in coaching. One of 
the project facilitators commented on his coaching skill progress; 
“It can take a very long time to develop good coaching skills, and I can say I 
remember from (external coach) feedback and also my own observations with 
(police coach), he started off – I suppose having that typical police mentality of 
telling rather than asking. We sort of had to beat it out of him, and now I remember 
only a week or so ago when he came along to one of our workshops, the questions 
he was asking were just incredible.” (I ProjFac) 
This coach placed high value on the LDCP and was committed to its aims. Twelve months 
after the completion of the two station pilot this coach was the only one remaining from the 
original group of five chosen for the programme. The development of a community of 
practice (COP) for coaches was intended to build and retain coaching capacity. This did not 
occur. 
“The intent was really good, that we would [develop] a community of practice. I’d 
turn up and there would be me and one other. I loved the theory [of developing the 
COP]...and so and so sends an apology because they have been working this 
shift...and so and so can’t make it because they have got tied up with this..it just 
became very difficult to develop the COP..the shift work was a killer.” (ICoach) 
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This situation highlights the challenges of growing a coaching community within a policing 
environment and partially explains the lack of individuals with coaching and development 
expertise within that environment. 
4.8 Summary 
Understanding the enablers and barriers to transfer of learning in an uncertain, complex and 
sometimes volatile working environment such as frontline policing, was itself a complex and 
ambiguous task. Factors Influencing Learning Transfer (Figure 11, p. 211), shows how the 
most influential transfer constructs identified in the findings were represented in the 
differing levels of the environment. The various environment levels are shown at the top of 
the figure progessing into the centre.  Arrows in the environment section indicate the 
direction of the influence and the nature of the influence (i.e., orange indicates barrier and 
green indicates enabler). Where the transfer constructs were negatively influenced they are 
coloured orange and where they were positively influenced they are coloured green. Some 
areas are shaded to represent having both barriers and enablers to transfer.  
 The wider socio-political environment with its “do more with less” economic demands was 
the landscape on which all other events occurred and had a cascading and largely negative 
influence on transfer. The organisational environment also had a largely negative impact on 
learner readiness, openness to change, perceived content validity, opportunity to use, 
supervisor support, personal capacity to transfer and motivation to improve work through 
learning (MTIWL). In contrast, the station environment had a largely positive effect on the 
same transfer constructs with the addition of transfer design. The intervention environment 
was strongly conducive to learning transfer with transfer design and supervisor support 
identified as critical contributors to transfer of learning. The individual sergeant’s life and 
work experiences impacted upon their individual experiences of the LDCP and on their 
motivation to improve their work environment (and hence that of the constables), through 
learning in the LDCP. 
Organisational culture and station culture appeared to exert a strong influence, creating 
both barriers and opportunities for learning and learning transfer. There was a dominant 
discourse that learning and change were owned by the organisation and not the individual. 
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This view was related to a “them versus us” attitude to leadership, which initially impacted 
upon learner readiness. 
The adherence to an intervention framework, the action research approach and subsequent 
transfer design were key enablers of learning transfer. Strong transfer design buffered the 
effect of many of the barriers, however other opportunities to capitalise on the action 
research process were missed. The presence or absence of trust in relationships was a 
particularly important factor. Hence, the quality of the vertical and horizontal relationships 
within the organisation, the quality of the relationships between the research team and the 
Police organisation and those within the research team itself, all played a role in learning 
transfer. High trust relationships buffered the negative contextual factors which were often 
couched in low trust terms by the sergeants. The low trust expressed by the sergeants was 
directed at the organisation, specifically those external to their own station and of higher 
rank. The nature of all these relationships subsequently influenced the sergeant behaviour 
and the all-important quality of the interactions between the sergeants and the constables.  
Another prominent aspect of the findings was that the transfer constructs were often 
inextricably linked, making it impossible to gauge their individual importance. However, 
what was clear was that the positive or negative impact on transfer of environmental 
factors was strongly related to the quality of the relationships that existed.  
The following chapter critically examines these findings in light of the literature review and 
makes judgements as to what has been learned in this study. 
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CHAPTER FIVE: DISCUSSION 
5.1 Introduction 
The overall goal of the current study was to explore the variety of contextual and process-
related factors that influenced the capacity of police sergeants to transfer the learning 
gained from a leadership development and coaching programme (LDCP) into everyday 
practice. Ultimately, uncovering the range of factors that helped or hindered the transfer of 
learning in a busy, high-demand low-resource human service environment could shed light 
on the types of strategies that, if implemented, could increase the likelihood that the 
supportive leadership competencies are sustained well into the future. 
The study was undertaken in two Australian-based metropolitan police stations. The aim of 
the LDCP was to improve psychosocial working conditions and employee health outcomes 
via improvements in specific leadership behaviours. The study findings indicated that 
contextual and process factors influenced the transfer of learning in a complex range of 
ways. The purpose of this chapter is to draw on the literature reviewed in Chapter 2 to 
discuss the meaning and significance of these findings.  
5.2 Summary Discussion of Major Findings 
The capacity of the sergeants to transfer their learning into workplace practice was found to 
be influenced by factors across the wider environment (i.e., external socio-political 
environment, organisational environment, station environment), the intervention 
environment and factors about the individuals themselves. The responses from participants 
taking part in the post-intervention interviews and focus groups also indicated that the 
presence or absence of trust in relationships was a major influence on how contextual and 
process factors influenced the impact of the transfer constructs examined. Low trust at the 
organisational level, was buffered by greater opportunities to build trust in the station and 
intervention environments. High trust interpersonal relationships influenced transfer by 
enhancing contextual and process enablers and by buffering the effect of many of the 
barriers to transfer of learning. Similarly, low trust in the organisation’s intent was an initial 
barrier to participants’ openness to change. These findings highlighted that, in the pursuit of 
applying supportive leadership behaviours on a day-to-day basis, a low trust organisational 
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culture and climate can be buffered by the immediate workplace and by the 
implementation of a workplace wellbeing intervention.  
Another notable trend identified in the findings was the overlap between factors that 
helped or hindered learning transfer. More specifically, using a transfer lens to analyse 
participant response identified complex relationships between a range of barriers and 
enablers to learning transfer. These are depicted in Figure 11 (Factors influencing learning 
transfer p. 211). In broad terms, the socio-political and organisational environments 
presented barriers to transfer, while the station environments presented both barriers and 
enablers. The intervention, with its strong transfer of learning approach embedded in action 
research methodology provided mainly enablers of transfer. Given that the macro 
environment (socio-political and organisational), largely presented barriers to transfer, the 
importance of the presence of critical enablers of transfer at the station level and 
intervention level cannot be underestimated. Some understanding and subsequent 
consideration of the barriers at the macro level enabled the intervention design to target 
and buffer those barriers. The individual sergeant’s capacity to transfer was influenced by 
the current organisational and station demands and the life and work experiences they 
brought to their role and hence to their learning in the programme. This created a highly 
individualised outcome for each participant as evidenced by the twelve-month post 
programme interviews.  
The primary aim of the following six sub-sections is to draw on the literature reviewed in 
Chapter 2 to examine the major barriers/enablers in more detail. The sections begin with a 
discussion on the role of communication and high trust relationships followed by the impact 
of the wider environment on transfer. The complex relationship between the transfer 
constructs is discussed, as is the role of transfer design, individual differences, and finally, 
the role of the action research process in transfer.
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5.2.1 The Role of Communication and High-Trust Relationships. 
Improving effectiveness of communication was at the heart of this study. The focus was on 
the relationships between the sergeants and the constables because the constables 
expressed a need for more consistent and better access to advice and guidance to reduce 
their workplace stress. Whether these issues could be addressed was influenced by the 
station culture, specifically, the types of relationships and communication, and by the 
establishment of other key communication channels and subsequent relationships during 
the study. A broad overview of the findings showed an emphasis on good communication 
and building strong relationships right from the analysis stage of the study through to its 
completion nearly 18 months later. Effective communication built strong relationships that 
were the foundation for a high trust environment. The presence of trust was a key enabler 
of transfer. The Contextual map of intervention relationships (Figure 12, p. 214) identifies 
four types of relationships during the project and shows their location within the broader 
environment (i.e., socio-political, organisational & station). These relationship types have 
been labelled catalytic relationships; programme enabling relationships; learning enabling 
relationships and wellbeing enabling relationships.  
5.2.1.1 Catalytic Relationships 
The Oxford dictionary defines a catalyst as a “person or thing that precipitates an event” 
(Oxforddictionaries.com). The findings identified that the relationships at the organisational 
level were catalytic in that they laid the foundation for the events and actions that followed. 
The Project Manager described how important it was to be very clear about the goals of the 
programme and the most effective ways to explore how to reach those goals. She described 
the tension between pushing on with project deadlines and expectations and taking time to 
build relationships. She emphasised the importance of effective communication that was 
frequent and reciprocal (including active listening), to ensure that there was joint 
agreement about the project goals and what might be involved for everyone in reaching 
those goals. The findings reflecting the importance of good communication have been 
identified by other workplace stress researchers such as Biron (2010), Murphy and Sauter 
(2003), Noblet and Montagne (2009), and Nielsen (2010b), all of whom emphasised the 
importance of the communication in the planning and preparation of interventions to 
ensure that the programme meets the needs of the workplace. The current study identified 
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why communication was so important. In this case, the “why” referred the factors that 
drove effective communication. Timely, two-way communication built effective 
interpersonal relationships, which then lead to the development of trust. This foundation of 
trust was critical for individual development and for buffering the identified organisational 
barriers.  
The inclusive approach adopted throughout the needs assessment phase of the project 
flowed into the early stages of intervention development and was an important catalyst for 
the entire project. The researchers held the view that it was not enough to rely on the 
reputation of the university to be able to access the right information with which to make 
design decisions. There needed to be joint understanding of how best to address the needs 
of the two stations and the people therein. The need to build trust with the organisation 
was the first step in gaining the support and ‘buy-in’ of the right people – that is, the officers 
who had power and influence and who could make things happen. Building trust with 
decision-makers would eventually contribute to the achievement of desirable learning 
outcomes for the sergeants. Similarly, high levels of communication, trust and joint 
commitment within the research team meant that they could productively work through 
challenges over the period of the study. The initial trust built during the needs assessment 
and project design phases was later strengthened through the interactions between the 
research team and the police sergeants, station supervisors and coaches. 
5.2.1.2 Programme Enabling Relationships  
Programme enabling relationships were those that influenced and enhanced the 
implementation of the programme. Specific relationships identified in the findings were 
those between the project coordinator and the station supervisors, sergeants and coaches, 
the relationship between the Facilitators and the Project Advisor (myself), and the 
relationship between the Station Supervisor and the Sergeants (see Figure 12, p. 214). These 
relationships are discussed below. 
RESEARCH TEAM POLICE ORGANISATION
PROJECT LEAD
PROJECT MANAGER
PROJECT COORDINATOR
PROJECT FACILITATORS COACHES
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SERGEANTS
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Figure 12. Contextual map of intervention relationships 
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Project Coordinator and Police in Stations 
There was clear evidence presented in the data of the important role played by the project 
coordinator’s interpersonal skills and management skills in driving the LDCP forward. 
Coordinating the LDCP was a very challenging task both logistically and in terms of 
communication. The findings indicated that the police staff, particularly the station 
supervisors had a sense that the project coordinator “held it all together” with her highly 
personable approach to problem-solving and project management. Many of the 
organisational factors that were barriers to transfer such as job rotations, roster schedules 
and operational demands became tangible challenges to be managed for the project 
coordinator. Her capacity to ‘smooth over’ practical problems –often behind the scene, 
reduced the likelihood that environmental barriers would negatively impact on sergeants’ 
opportunity to learn, their attitudes to change, or their perceptions of programme validity. 
The findings suggest that the trust she engendered was because of what Covey (2006), 
describes as a combination of competence and character. Her capacity to behave with 
integrity and have honourable intent, (i.e., character) and to use expertise and get results 
(i.e., competence) were key skills for the effective implementation of the LDCP. The findings 
support Covey’s contention that trust increases the speed in which work can be done and 
reduces the costs of doing that work. High trust was important not only to programme 
enabling relationships but to learning, wellbeing and productivity in the workplace. 
Project Facilitators and Project Advisor 
It is only at this late stage of the thesis writing that I can meaningfully reflect on the role of 
the relationship between myself and the two facilitators, in meeting the challenges of 
implementing the LDCP. Our combined willingness to identify individual strengths and work 
collaboratively enabled very quick progress in the programme development process. In 
Covey’s (2006), words; 
“Trust always affects two outcomes- speed and cost. When trust goes down, speed 
will also go down and costs will go up. When trust goes up, speed will also go up and 
costs will go down. Its that simple, that real, that predictable” (Covey, 2006, p. 16). 
For each of us, there was a sense of commitment and excitement about contributing to a 
project that had the potential to improve workplace wellbeing and challenged us personally 
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and professionally. As the programme was implemented we developed a 
coaching/supervison type relationship where I could assist the facilitators to review their 
progress and that of the coaches and sergeants then through reflection they could make 
decisions about adaptations or next steps. This trust-based reflective discussion, 
reconceptualisation, planning then implementing new ideas represented Kolb’s (1984), 
experiential learning process in action. The high professional and personal trust generated 
within these relationships enabled each of us to produce the best we could at the time. Our 
processes closely matched House’s (1991) social, emotional, instrument, informational and 
appraisal social support and in doing so, we were modelling the goals of the programme we 
were implementing. 
Station Supervisor and Coaches and Sergeants 
Supervisor support was a critical transfer construct in this study and is identified in Figure 
11, Factors Influencing Learning Transfer, (p 211), as a key programme enabling relationship, 
while also playing a role in catalytic and learning relationships (Figure 12, Contextual map of 
intervention relationships, p. 214). That supervisor support was central to transfer was 
unsurprising, particularly given that the police is a command and control, rank-structured 
organisation. In command and control environments supervisor’s positional power and 
influence (positive or negative) is potentially greater than in most other organisations (Chan, 
2003; Flanagan, 2008). Supervisors have considerable influence on the climate and capacity 
to influence the socialisation process. The critical nature of supervisor support identified in 
this study has been recognised by transfer researchers, for example Anouli (1993), Broad 
and Newstrom (2005) and leadership and wellbeing researchers, for example Donaldson-
Felder et al (2011). Of note in this study is how supervisor support links the fields of 
leadership development, organisational culture, transfer of learning and psychosocial 
wellbeing. 
The intersection between leadership, transfer, culture and wellbeing behaviours was most 
apparent in Station two. As described in the findings, Station two was in the middle of a 
change process, with a relatively new supervisor who was making much-needed changes at 
the station. He was very embracive of the LDCP because he saw strong alignment between 
the behaviours that the programme was fostering and the outcomes he wanted in terms of 
the station culture and staff productivity. He used his positional power in ways that greatly 
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appealed to the staff which enabled them to envisage that the changes he was leading in 
the station were positive and beneficial to everyone. The behaviours he was modelling were 
also in alignment with the LDCP. He listened, he encouraged, he communicated clearly, his 
leadership style could be described as transformational. He was able to motivate others to 
transform by making them aware of the importance of fully participating in the LCDP, by 
encouraging them to transcend their self-interests for the greater good of everyone, and as 
Yukl, (2010) describes “activate their higher order needs” (p. 275). This behaviour had a 
positive influence on the individual sergeant’s motivation to improve work through learning 
(MTIWL). 
The station supervisor’s leadership style could be described as authentic as well as 
transformational, in that it was based on values and integrity and fostered open 
transparent, trusting and genuine relationships. Authentic leaders understand that 
leadership is a developmental process during which mistakes are made (Avolio and Gardner, 
2005; Gardner et al., 2005). This acceptance of the development process was critical for the 
sergeant group because it challenged police cultural norms around knowledge acquisition 
and rank. 
The station supervisor’s approach also appeared to provide the right mix of 
transformational and transactional behaviour for the environment in which he was leading. 
If, as Chan (2003) contends, the cultural field is a social space of conflict and competition fed 
by systems and processes, then the station supervisor had the opportunity to influence how 
the social space was interpreted by the officers and staff. Even though there was evidence 
in the transcripts of an embedded organisational culture largely driven by conflict and 
competition, as described by Chan (2003), authentic leadership by the station supervisor 
appeared to provide a safe social space for individuals to explore their own development.  
While the impact of supervisor support was well illustrated in Station two, opportunities to 
capitalise on the influence of supervisor support could have been more fully explored during 
the study. On reflection, the supervisor influence at both stations was accepted by the 
research team as a status quo rather than as a valuable transfer construct that could be 
modified. For example, in Station one, we could have done more to engage the supervisors 
in the programme rather than take their lead of remaining fairly distant. This approach was 
 218 
partly through not knowing the people well enough and partly about our not wanting to be 
seen to be expecting too much from them because of their challenging work environment. 
This reticence to engage the station supervisors in Station one, highlights again the 
importance of building relationships and subsequent trust so that the maximum effect of 
the intervention could be realised. 
 The recognition of the importance of supervisor commitment to the outcomes suggests 
that it may be worthwhile to include ‘supportive interventions’ in the programme design, to 
enhance senior management’s readiness to genuinely help lower level supervisors develop 
and consistently apply the new competiencies. The need to develop and implement 
supportive interventions is only just being recognised in the intervention research literature 
(e.g., Hasson, Villaume, von Thiele Schwarz & Palm, 2014; Richter, von Thiele Schwarz, 
Lornudd, Lundmark, Mosson & Hasson, 2016; von Thiele Schwarz, Lundmark & Hasson, 
2016). However, this emerging literature along with findings from the current investigation, 
suggest that these supportive initiatives can have a major impact on how ‘primary’ 
interventions are implemented and the associated outcomes. 
5.2.1.3 Learning Enabling Relationships  
Learning enabling relationships were the third type of relationships identified in the 
findings. These were the relationships between the project facilitators, the sergeants and 
the coaches. I also consider my relationship with the facilitators as a learning enabling 
relationship because of the ongoing advisor/coach role I played during the implementation. 
The findings produced consistently positive views about the abilities of the facilitation team 
to meet the learning needs of the sergeants in the programme. The positive relationships 
developed between the project facilitators, coaches and sergeants, were considered by the 
police staff to be critical to the “success of the programme” (i.e., their language for the high 
level of engagement with the learning by the sergeants). A strong, consistent theme that 
emerged out of the sergeant interviews was how impressed they were by the 
professionalism and the genuine desire of the facilitators to improve individual 
circumstances for the sergeants. As with the programme enabling relationships, they were 
describing the capacity to build trust via the combination of character (integrity and intent), 
and competence (skills and results), as described by Covey (2006). These behaviours by the 
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facilitators were consistent with desirable coaching behaviours identified in the coaching 
literature (e.g., Gesstnizer, 2015; Gyllensten & Palmer, 2007; Kemp, 2008). These studies are 
part of a growing body of research that suggests that the relationship between the coach 
and the coachee is the most important success factor in the coaching process. The 
leadership development literature too draws links between authentic leadership behaviours 
and positive psychological states such as confidence, hope, optimism and resilience in both 
leaders and followers (Gardner et al., 2005; Ilies et al., 2005). Individuals experiencing such 
states also experience high trust and openness to learning and change.  
These findings which recognised the importance of positive relationships, indicated a strong 
link between the sergeant’s perceptions of the skill or expertise of the facilitators and their 
perceptions of the facilitators’ contribution to their learning. The findings give empirical 
support to Hall and Kidman’s (2004), Contextual Map of Training and Development (see 
Figure 3, p. 52) which identifies rapport and expertise as key elements in the relationship 
between the learner, the facilitator and the learning content. The combination of strong 
rapport, strong skills, and the familial link to the policing family of one facilitator, gave them 
credibility in the difficult police learning environment. That the sergeants viewed the 
research team in such positive terms was a critical buffer, (particularly in Station one), to the 
inherent scepticism about the value of leadership development and to the cynical view of 
the organisation’s intentions in supporting the programme. As shown in Figure 11, Factors 
Influencing Learning Transfer (p. 211), the transfer constructs of openness to change, 
perceived content validity and motivation to improve work through learning were all 
positively influenced by these relationships.  
5.2.1.4 Wellbeing Enabling Relationships 
Wellbeing related relationships were the fourth relationship type identified in the 
participants’ responses and were the focus of the study. The Contextual Map of Intervention 
Relationships (p. 214), illustrates that the achievement of desirable outcomes in terms of 
the psychosocial work environment did not depend solely on the interaction between the 
sergeants and the constables, but also on the quality of the relationships within the wider 
workplace before, during and after the implementation of the intervention. In reality, it is 
possible to describe all the positive relationships on the Contextual Map as enabling 
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wellbeing, particularly the one between the coach and the sergeant. Starting with the 
catalytic relationships, quality communication and quality interpersonal relationships 
developed in a mutually enhancing way throughout the study. When there were challenges, 
for example when senior police wanted to use the data in ways not agreed by the 
participants, there was a process for resolution. Trust was not eroded because there was 
already a ‘bank’ of strong interpersonal relationships and good communication to enable 
the issues to be discussed and resolved appropriately. This behaviour that supported the 
programme is the same behaviour that the LDCP aimed to engender between the sergeants 
and the constables. The strong synergy between the process that occurred during the 
intervention and its desired outcome (improved psychosocial work environment), supported 
the sergeant’s learning and gave greater meaning to the wellbeing focus of the programme. 
Having discussed the role of relationships and trust in enabling transfer, the following 
section discusses the findings related to the barriers emanating from the wider 
environment. 
5.2.2 The Impact of the Wider Environment on Transfer  
 The negative impact of the wider environment on transfer was evident in the organisation’s 
documents which described a mismatch between demands for policing and capacity to 
deliver. This mismatch was exacerbated by the economic down-turn and the lack resources 
(human and financial) available to combat larger or more diverse populations, rising crime 
rates, and the impacts of increasing legislative change. Study participants too identified this 
connection between the economic down-turn and work demands at the station level. The 
link between economic conditions and workplace demands was also identified in the 
workplace stress literature, for example, the Health and Safety Executive (2012) and Noblet 
Rodwell & Allisey (2009a). The increasing costs and scope of job stress were an additional 
economic strain that added to the burden for the organisation (Medibank, 2008; Safe Work 
Australia, 2013). With limited likelihood for improvement in the economy, the opportunity 
to reduce stress claims and attrition rates as a possible means of meeting delivery demands 
held considerable appeal. The socio-political environment created a greater sense of 
urgency and willingness by the organisation to engage in stress prevention activities, making 
the urgency a potentially positive influence on learning transfer. However, the other socio-
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political factors, (as shown in Figure 11, Factors Influencing Learning Transfer p. 211), were 
all negative influences on the transfer environment. Therefore, it is reasonable to 
acknowledge that the broader environment played a major role on influencing the 
intervention outcomes. Bronfenbrenner’s (1979) socio-ecological approach to human 
development, introduced in the literature review (see p. 48), emphasises the critical role of 
the larger social and institutional context in shaping the realization of human abilities. 
The Creating Healthy Workplace Project pilot that resulted in the LDCP was therefore the 
right project at the right time for the participating Police organisation. Gaining 
organisational support was identified as critical for programme viability. Noblet and 
LaMontagne (2008), identified such support as the first stage in an intervention 
implementation framework. Gaining this important management level support combined 
with a growing social recognition of the importance of addressing workplace stress meant 
that the LDCP had a solid platform from which to launch. This was the case even though the 
economic and social conditions that ensured the programme would proceed were the same 
ones that contributed to the stressors that created the need for the programme in the first 
instance. It is reasonable to suggest that a tipping point was reached where both police 
organisational forces and external forces combined to create the right climate for the 
implementation of a workplace wellbeing intervention. The challenge for programme 
participants was to transfer their learning from the programme in an environment where 
the social and economic conditions were having a cascading negative effect on the 
workplace operational demands. Again, Bronfenbrenner’s (1979), “Russian stacking doll” 
approach to environmental influence on individual circumstances and behaviour, highlights 
this connection between individual behaviour and the wider environment. 
Murphy and Sauter (2003), suggest that successful implementation of workplace stress 
interventions requires worker involvement, management support and a supportive culture. 
The LDCP was implemented with full management support and worker involvement. 
However, the organisational culture was not generally supportive. This study has identified 
that if the wider organisational culture is not supportive, suitable local conditions can 
enable the participants to override the negative influence of that culture at the local level.  
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Having discussed the role of the environment, the findings suggest that it was important to 
also consider the transfer constructs as they interacted with each other within that 
environment. 
5.2.3 The Complex Relationship Between the Transfer Constructs 
The relationship between the varying transfer constructs could not be reduced to simple 
cause and effect. Each of the constructs had highly complex relationships with others, and 
as stated in the findings, sometimes the smallest event could positively or negatively 
influence the impact of a construct. Examples mentioned include the negative responses by 
the sergeant when their less desirable behaviours on the 180-degree feedback were 
presented in red print rather than black; the potential breach of trust in using the data for 
another police project and the angry response of the Station one supervisor to a 
headquarters staff member seemingly over-inflating the effect of the programme on the 
station absence statistics. Conversely, the Project Coordinator arriving at the station for a 
meeting with morning tea for the shift officers impacted positively on the perceptions of the 
programme. While such an act may have little impact in many work environments, in a 
policing culture, the gift of food is greatly valued as an act of caring (e.g., when the boss 
buys pizza for a team working long hours on an inquiry). In an environment where 
scepticism and cynicism are high, acts of genuine caring can be highly effective in breaking 
down barriers. Programme enabling relationships impacted on openness to change via the 
genuine and professional way each of the negative examples mentioned above were 
managed. Relationships were further strengthened by the genuine caring extended by the 
research team and reciprocated by the police staff. 
Key transfer constructs that were negatively impacted at the launch of the programme by 
organisational level factors were learner readiness, openness to change and perceived 
content validity (see Figure 11, Factors Influemcing Learning Transfer, p. 211). It is 
unsurprising that the organisational factors of poor knowledge management processes and 
inadequate professional development led to resistance to learning and reluctance across 
the organisation to giving and receiving feedback. It is also unsurprising then, that when 
these factors occur in a competitive masculine culture where survival can involve keeping 
one’s head down and getting on with the job, that learner readiness, openness to change 
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and perceived content validity can be significantly negatively impacted. Knowing that these 
barriers existed enabled the research team to consider ways to buffer them through a 
robust needs assessment phase, station visits and designing for transfer.  
5.2.4 The Role of Transfer Design 
Designing specifically for transfer was a major focus of the LDCP design process. Designing 
for transfer meant that consideration of transfer implications was implicit in all programme 
design and selection of learning strategies. An early example of designing for transfer was 
the negotiation with the organisation about the length of time allocated for the initial 
workshop to examine the 180- degree feedback and to introduce the models for workplace 
practice. From the organisation’s perspective, a full day was an enormous amount of time 
for officers from the same station to be off shift. For the research team, it was an absolute 
minimum amount of time for the sergeants to connect with their 180-degree leadership 
competency results and to understand the models that they were to use in the workplace. 
The research team understood that if a suitable amount of time was not allocated then the 
impact of operational demands, systems and processes, and particularly a negative culture 
around learning would mean that the transfer constructs of openness to change and 
perceived content validity would be negatively influenced. 
 Designing for transfer in an action research project, meant that adaptations were made 
when things did not work as planned or on reflection could be improved upon. Design 
features presented in the findings as impacting positively on transfer were; the use of 180-
degree feedback on wellbeing related leadership competencies for the sergeants, the use of 
models to translate theory into practice and the use of a coaching process to support the 
transfer of learning. These design features combined to impact positively on the sergeant’s 
motivation to improve work through learning as illustrated by their general willingness to 
engage with the learning. They are discussed in the following sections. 
5.2.4.1 The Use of 180-Degree Feedback 
The sergeants found the 180-degree feedback from peers and constables gave helpful 
insights into how they were perceived by others. It provided the sergeants with information 
to which they had not previously had access, particularly from the constables. While 
anonymous questionnaires are not an uncommon tool for feedback in leadership 
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development programmes, they are unique in a frontline policing context, particularly 
focusing on behaviours to help build a positive psychosocial environment. The individual 
feedback gave the sergeants the opportunity to not only reflect on how others saw them, 
but on how they saw themselves. It gave them, in Schon’s (1987) terms, a view of their 
espoused theories in comparison to their theories-in-action, by comparing their own view of 
their leadership behaviours to the views held by others. By examining the difference 
between what they thought they should be doing (their values or espoused theories) and 
what they did (their theories- in-action), they had a baseline from which to take 
development action should they choose to do so. 
 The power of the 180-degree feedback was that it gave the sergeants the opportunity to 
take ownership for their actions which in-turn meant that they could then take ownership of 
their learning. As highlighted in the literature review (p. 80), the notion of ownership of 
learning is problematic in a policing environment. Officers are more likely to view learning as 
the responsibility of the organisation largely because there is so much mandated learning 
related to new processes or legislation or promotion in rank. Such views, discussed in the 
literature review and described by Trappitt (2007), are embedded in organisational culture 
and were articulated throughout the findings. The immediate demands that front-line police 
work requires, coupled with an ever- increasing volume of work means that reflective 
practices are not the norm. The 180-degree feedback, particularly the individual feedback 
provided to Station two sergeants, was an important transition into reflective practice that 
could then lead to behaviour change. 
5.2.4.2 The Use of Models to Convert Theory into Practice  
The positive responses of the sergeants to the introduction of the communication and 
feedback models, confirmed their suitability for use in a policing environment. Transfer 
principles were used to select models for use in the programme. The main criteria were 
relevance to the identified needs of the constables and capacity for practical application in 
the workplace. I had previously trialled most of the models in a policing environment. The 
approaches taken in both the introduction of the models and their application by the 
sergeants were unique in a policing environment with poor knowledge management 
practices and a strong focus on content, not learners. A traditional police-learning discourse 
asks the question– “what don’t they know and therefore what do we need to tell them?” 
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Such an approach is legitimate in that police officers need to develop a considerable body of 
knowledge. But when the approach pervades all areas of learning, it results in limited 
reflection and critical thinking which creates a mind-set that is not conducive to leadership 
development. Claxton (2013) suggests that reflectiveness and reciprocity are two key 
learning dispositions, neither of which are developed in a content driven learning 
environment.  
In designing the LDCP and choosing appropriate theoretical models the question that drove 
the design was “What do these people already know and how can we ensure they leverage 
off that knowledge to increase the likelihood they will transfer their learning into new ways 
of behaving?” The models created a bridge between theory and practice by providing 
theoretical meaning to the practical experiences of the sergeants and constables. The 
responses of participants taking part in the interviews and focus groups generally indicated 
that the sergeants saw immediate benefits of using the models. Their efforts to improve 
communication with the constables and with each other about the constables’ work and 
wellbeing were noted by their supervisors, their peers and the constables. These findings 
showed that the changes were largely driven by their willingness to use the models. The 
models therefore not only provided a bridge between theory and practice but also provided 
a bridge between the sergeants’ interpretation of “command and control” which was 
shaped by organisational culture and the more modern day expectations of the constables. 
The models provided a framework of strategies that the sergeants could apply in their 
workplace and discuss in their coaching sessions.  
The use of the Ask Add communication/feedback model (see Appendix F, p. 267) 
contributed significantly to cultural change in Station two. The literature review identified 
poor performance management practices in policing, (Participating organisation’s report, 
2014), and the findings identified that poor practices impacted negatively on openness to 
change. The use of the Ask/Add model provided an inquiry based framework for sergeants 
to interact positively with their staff. For some it was formalising or affirming their natural 
way of behaving and for others it was a new strategy with which to engage in meaningful 
work-based conversation with the constables. The concept of “courageous conversations” is 
common parlance in policing and is often cited as an important supervisory skill. The word 
“courageous” denotes that something is unpleasant but one is prepared to do it anyway. 
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This punitive approach to performance management is deeply embedded in police culture 
and the notion of a courageous conversation supports the deficit discourse that exists 
(Flannagan, 2008). The alternative that is represented in the Ask Add model offers, not a 
courageous conversation but a business as usual, appreciative approach to performance 
management. The appreciative approach is likely to be beneficial to both parties, not only in 
terms of managing performance but also in reducing stress for both parties.  
Similarly, the use of the Skill Will model (see Appendix G, p. 268) provided a framework with 
which the sergeants could reflect positively on each of the constable’s performance. The 
model required that they reflect on and discuss their beliefs and observations about the 
constable’s skills and likely motivations. They were then able to consider what were the 
possible factors (including psychosocial ones), that may have been impacting either 
positively or negatively on their performance. They were then more likely to be able to 
identify suitable strategies to support the constables.  
The models, therefore were useful tools because they met immediate needs, enhanced the 
perceived content validity of the programme and the likelihood that the sergeants would 
transfer their learning into normal workplace practice. The models increased the likelihood 
of generalization (applied in different settings) and maintenance (persisted over time) as 
described by Blume et al (2010). 
The high level of support for the coaching process used in the LDCP provides strong 
endorsement for Kolb’s (1984,) notion of learning, as a cyclic process of adaption where 
experiences are reflected upon, conceptualised in an abstract way then new approaches are 
tried and the process begins again. While the choice of appropriately useful models was an 
important transfer design variable, their success was shown to be strongly influenced by the 
opportunities to discuss their use in the coaching sessions.  
5.2.4.3 The Coaching Process 
Using a coaching approach within a policing environment at sergeant level was a sound 
transfer design decision for several reasons. Firstly, it gave the sergeants a unique 
opportunity to focus on their development within an environment where development 
opportunities were limited and considered “nice to have” rather than fundamental to good 
leadership and high performance. Sergeants generally reported very positively on their 
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experiences of being coached, particularly those in Station two who received personalised 
180-degree feedback and individualised coaching (apart from the one sergeant who 
expressed that he gained very limited value from the coaching he received). Secondly, the 
coaching process modelled supportive behaviours that were desirable competencies for the 
sergeants to demonstrate in their interactions with the constables. Modelling wellbeing 
related behaviours is a powerful tool to encourage the same in others, as identified by 
workplace stress researchers such as Donaldson-Felder et al (2011). 
The use of a coaching process enhanced the sergeant’s understanding of the link between 
“soft skills” and productivity. Having a series of coaching sessions meant that when 
discussing what had occurred in the previous period, the sergeants could examine their own 
behaviour and the responses to that behaviour, identifying for themselves how that had 
impacted on the work or operational outcomes. Examples in the findings ranged from 
informal conversations regarding how a job had evolved to more formal discussions about 
administration tasks (see pp. 174, 176-178). 
The disagreement in the findings about the difference between the quality of the 
experience for the sergeants who were coached by the police versus the external (research 
team) coaches is worthy of discussion. The contrasting opinions highlighted how different 
experiences can influence participants’ views on effectiveness of a programme strategy, 
their belief in the efficacy/usefulness of the strategy (perceived content validity) and their 
subsequent engagement with that strategy. While Station one sergeants were quite vocal in 
their view of the superiority of the external coaches, Station two sergeants who had not 
received coaching from external coaches were generally very satisfied with the performance 
of the police coaches.  
Station one sergeants had been sergeants for significantly longer than Station two sergeants 
and were initially much more sceptical about the value of the programme and cynical about 
the motives of the organisation in implementing the programme. This general mistrust of 
the organisation aligns with Crank’s (2004) use of the term “bullshit” to describe the division 
between the ‘rank and file’ and what they consider to be unrealistic decision makers who 
isolate themselves from front-line reality. In fact, participants used the words “shit” and 
“bullshit” to describe what they perceived the LDCP would entail. Once they overcame their 
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scepticism, these non-commissioned officers likely experienced a sense of status in having 
the attention of a team of psychologists, which, in their eyes was superior to, “some senior 
sergeant from another station”. The external coaches were preferred despite that Station 
one sergeants had received only group feedback and subsequently developed group goals, 
which were less effective than individual goals (as agreed by both sergeants and 
researchers). Group coaching was also more challenging for the external coaches to lead 
than individual, particularly as the external coach was also responsible for coaching the 
internal police coaches at the same sessions.  
Possibly the major factors that influenced the comparatively positive responses to the police 
coaches by the Station two sergeants, were factors about the selection and experience of 
the coaches. In Station one, the selection of two particularly unsuitable police coaches had 
created considerable problems because the individuals chosen did not understand the 
coaching process or the underpinning philosophy of collaboration and the need for the 
sergeants to own the outcomes. The sergeants had low tolerance for poor coaching 
performance and subsequent low trust of the police coaches who were very much at the 
novice level. The contrast with trained psychologists was stark and it is therefore 
unsurprising that such a comparison was made. 
This intolerance of novice skills, coupled with scepticism of the organisational intent is 
illustrative of a general lack of understanding of the learning/development process for 
individuals within the organisation. In much the same way as policing is a complex role, 
coaching too is a highly skilled activity that takes time and commitment in which to gain 
expertise, as supported in the coaching literature by McDermott and Jago (2005) and Styhre 
(2007). Low tolerance of novice skills is also indicative of how the pressure of workplace 
demands influenced individuals approach to learning in terms of openness to change and 
perceived content validity. If the sergeants did not recognise instant value in the learning 
event, then they felt as though their precious time was being wasted. 
 Such an approach was evident in the one sergeant in Station two who “didn’t get a lot out 
of the coaching” because he found it to be process driven, too structured and rigid. 
However, a different sergeant who was coached by the same police coach over the same 
period found the coaching extremely valuable. There are two important contextual factors 
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that can explain this situation. Firstly, the coach was at that time, very much a novice in the 
coaching process and as such was working in what Chapman (2003), would describe as 
unconscious incompetence, that is, he didn’t know what he didn’t know. A twelve-month 
post programme interview with the coach identified that he had subsequently pursued 
further coaching practice and development opportunities, and his reflective comments 
indicated that his skills had improved significantly. This improvement was confirmed by the 
research team. The second factor was the differing individual needs of the two sergeants. 
The one who was very positive about the coaching had a lack of confidence which could be 
supported by a novice coach. The other sergeant had gained so much from the 180-degree 
feedback that novice level coaching did not meet his development needs. He had moved 
from being unconsciously incompetent in his communication style to consciously 
incompetent. It was evident from his twelve- month post programme interview that he had 
the self awareness and reflective capacity to rapidly improve his own communication 
behaviours. If he was to be successfully coached, he would only have benefitted from a 
coach who could keep up with his development. At the time of the LDCP the novice coach 
was not that person.  
These findings recognise the complex relationships between the individual and their social, 
institutional and cultural contexts and the impact of those relationships on transfer of 
learning. They confirm Pawson’s (2002) contention of a need for a realist approach to 
intervention evaluation which recognises that whether opportunities in an intervention are 
taken up is contingent on the individuals involved and the circumstance of the initiative. In 
this instance, the needs of both individual sergeants were met, but in very different ways. 
So through examining context researchers can improve understanding of how the 
circumstance of the initiative and the impact of those circumstances can influence both the 
programme and its participants. 
5.2.5 Individual Differences and Transfer of Learning 
The importance of understanding the differing individual needs of the participants has been 
briefly discussed in the above section. The findings highlighted that although individual 
officers may have had similar opportunities to practice new skills, what they did, and how 
and why they did it, was very personal to their own development needs. Some used the 
 230 
development tools for immediate impact on their real-time problems or issues, for instance 
improving communication with constables and better understanding their workplace issues 
and strengths. However, for others, their culturally embedded cynicism and scepticism may 
have remained in place meaning that generalisation of the skills over time was unlikely. 
Others moved beyond the immediate application of the learning and could see how 
individual behaviour change had the potential to make long term or even exponential 
changes to them and their environment. The Station two “mole” described by the station 
supervisor was such an example. The findings supported Dall’Alba and Sandberg’s (2006) 
contention, that current understanding of practice can limit the potential to achieve more 
complex or comprehensive understanding. Participation in the programme gave the 
sergeants a rare opportunity (rare, due to the demands of the environment), to examine 
their current understanding and to evolve that understanding into what Dall’Alba and 
Sandberg describe as “embodied understanding” via an “unfolding professional way of 
being” (p. 389). This embodied understanding came about through the cyclic reflective 
process whereby they could deepen their understanding of their own professional 
development capacity, and the professional development and associated psychosocial 
needs of their staff.  
Acknowledging the prior experiences of the sergeants, their individual sense-making and 
subsequent collective sense-making, does not presume that the individual’s psychological 
state was the major factor in the transfer of learning. The findings of the study were 
definitive in determining that an entire system of influences impacted upon the transfer 
capability (as depicted in Figure 11 Factors Influencing Learning Transfer. P. 211). In 
considering the individual capacity to transfer learning, the frame of reference must be 
what Swanson (2003) describes as the “host system.” Such an approach appears at first to 
be at odds with Chan’s (2003) view of individual police officers as active shapers of 
organisational culture. What the findings have shown, particularly in relation to the culture 
around learning and professional development, is that given the right host conditions, the 
opportunity to positively shape culture and therefore impact on learning at the station level 
is indeed within the realm of influence of frontline officers. Endorsing the development of 
authentic leadership behaviour via a leadership development and coaching programme 
gives individual officers permission to explore how their values shape the way they lead. The 
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strength of the authentic approach to leadership in the LDCP was the recognition that 
finding one’s authentic leadership style is a development process and not an end. The strong 
link between authentic leadership and positive psychological states in both leaders and 
followers identified by researchers such as Garner et al (2005), supports the approach taken 
in the LDCP.  
In this study, transfer of learning was viewed through a both a PFL (preparation for future 
learning) lens (Bransford and Swartz, 1999) and a socio-cultural lens (Bresnan et al, 2003; 
Anouli, 1993, and Boreham and Morgan, 2004.) The findings support the notion that 
transfer of learning is an iterative process that occurs over time and is greatly influenced by 
the climate, the workplace socialization process and the presence of champions of change. 
The external forces such as operational demands, systems and processes and culture that 
were identified as potential barriers to learner readiness, openness to change and perceived 
content validity, created significant initial hurdles to be overcome. Only when those hurdles 
were addressed or buffered in some way, was there potential for individuals to reflect on 
current practice and develop the intent to do things differently. The individual responses 
were unique despite agreement amongst them on the challenging nature of the policing 
environment. 
Police organisational cultural beliefs around learning engendered a strong connection 
between organisational rank and the assumption of the attainment of appropriate 
knowledge for that rank. Once promoted to a rank there is an expectation that one then 
knows what is expected to be known at that rank level. The problem with this assumption is 
that it views knowledge in a 19th Century context, as described in the literature review by 
Claxton, (2013), as a set immutable thing, rather than focusing on learning as both a 
cognitive and behavioural process .The LDCP recognised the importance of an experiential 
approach to knowledge acquisition which allowed the sergeants to make meaning from 
their individual experience, through reflecting on their actions and from altering their 
response as a result of the cognitive experiences, as described by Kolb (1984). The value of 
this approach to learning is apparent when considering the environment in which police 
officers work. This thesis has identified, that a 19th Century approach to learning cannot lead 
to individual officers thriving or to be able to support others to thrive in an increasingly 
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volatile, uncertain ambiguous and complex environment (Claxton, 2013; Laloux, 2014; 
Petrie, 2011). 
The findings identified that the sergeants explored at varying levels, the building learning 
power skills of the 21st Century (as described by Claxton, (2013)). The four learning- power 
skill sets of resourcefulness, reflection, reciprocity and resilience consist of a base set of 
skills including, empathy and listening, interdependence, meta-learning and absorption. This 
base set of skills that build learning power can be seen to relate to the range of leadership 
competencies identified in the literature review section 2.3.5 (p. 65). These include studies 
of police leaders by Silva (2004) and Weiss (2004), who identified empowering, active 
listening, communicating and self-confidence as critical leadership competencies. The 
relationship between these competencies suggests that the power to lead is related to the 
power to learn. Therefore, in planning to develop leadership skills there must be a focus on 
the mechanisms of learning by overtly designing for transfer, while at the same time being 
cognisant of the barriers and enablers to that learning. 
 The findings identified how challenging it can be to develop and maintain the base skills of 
learning in a demanding policing environment. Paradoxically, they are the very skills needed 
to survive and thrive in that environment. Strategic leadership development research by 
Petrie (2011), and organisational development research by Laloux (2014) confirm that 
learning power skills have become increasingly valuable for successfully managing 
challenging work environments.  
5.2.6 The Action Research Process 
The principles and characteristics of action research presented in the methodology section 
(see p. 100) indicated that AR could make a positive contribution to the job stress 
prevention field. Stress prevention writers such as Biron, (2013) and Nielsen and Randall, 
(2012), were identified in the literature review as emphasising the importance of developing 
greater understanding of the contextual and process factors that impact on workplace 
stress prevention interventions. The AR approach used in this study not only provided the 
opportunity to examine those factors, but for participants to actively respond to them with 
new ideas and actions. This was because the contextual nature of AR demands that the 
context be considered and responded to. The cyclic nature of action research suited each of 
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the groups involved in the intervention. The cyclic reflective process that was embedded in 
the coaching process was particularly suitable for the analysis and self analysis of the 
sergeant’s efforts to improve their supportive leadership behaviours. The research team 
used the AR process to develop greater knowledge and understanding of how programme 
analysis, design, implementation and evaluation interacted with the organisational process 
and contextual factors to impact on the sergeants learning. The coaches and facilitators 
were involved in a supported process where they were concurrently seeking ways to 
improve their practice in the specific skills of coaching and facilitation. The highly reflective 
actions required to achieve the” improvement of practice” goal of AR enabled this study to 
“dig deep” into the processes of the intervention and its environment. Further, the AR focus 
on the importance of understanding and exploring values provided a very strong link 
between the methodological principles and characteristics and the principles of the 
intervention itself. 
While everyone directly involved with the LDCP was intent on improving their practice (even 
those sergeants who were highly cynical at the beginning of the programme), some of the 
opportunities that AR could afford were not fully realised. If more time had been taken to 
explain the action research process and the importance of the sergeant’s contribution to 
future programmes through their reflection on practice, they may have taken the journal 
writing tasks more seriously. Had they done so, they would have become more reflective. 
Houston and Clift (1990), explain, practitioners become reflective through being reflective 
and further reflecting on its use. Such action may have encouraged sergeants to look 
beyond their immediate environments and provided greater personal insight about 
leadership and wellbeing. Deeper reflection would also have provided richer data for 
consideration in the design of future interventions. In reflecting on my own contribution to 
the AR process, greater confidence to better articulate the principles and processes of AR 
may have led to greater commitment and better outcomes.  
The influence of the inclusive, democratic nature of AR was evident throughout the findings, 
particularly in relation to the modelling of democratic behaviour by the research team to 
influence the quality of relationships, and increase trust and ownership of learning and 
development by the sergeants. The following statement by the station supervisor in Station 
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two captures the essence of the democratic nature of AR and its potential to influence 
improvement of practice. 
“Probably the one - the one thing I've noticed, I think, out on the floor is the troops 
seem more empowered to challenge issues themselves; interpersonal issues, 
without running into the sergeant's office to get it sorted on their behalf. I think the 
flow on from that is when new people arrive if they're not going to fit in they're told 
pretty quickly, "Change or maybe move because we don’t want you here." We've 
seen that recently with a couple of movements.“ (StatSup Two) 
The reference to “a couple of movements” was in relation to people who did not subscribe 
to supportive practices choosing to seek positions in different stations. This movement 
showed that the dominant cultural practices had changed. In this statement the station 
supervisor has captured in action, what was described by Crank (2004), as the emergent 
element of culture. The emergent element is the way in which members shape the culture 
as a product of social action. The LDCP facilitated the emergence of that social action.  
Figure 13, (Station two cultural change- linking theory to practice, p. 235), combines the 
theoretical approaches to culture of Bourdieu (1996), Crank (2004) and Chan (2003), to 
explain the changes in supportive cultural practices in Station two. Figure 13 shows the 
station as a social space of conflict and competition (Bourdieu, 1996).that the leaders’ 
(station supervisor) positive approach to change (Leberman, 2006), influenced the next 
layer of leaders (the sergeants) who brought their individual dispositions and became active 
players (Chan, 2003) in developing, reinforcing and shaping cultural knowledge about 
supportive behaviours. Their subsequent collective sense- making (Crank, 2004) developed 
as an emergent element (Crank, 2004) which impacted upon ideas, behaviours, materials 
and social structures. The resulting cultural change was evident in the sergeant’s 
perceptions of having a level of control over the work environment and the capacity to 
make change, choosing to behave in supportive ways, choosing to promote those ways and 
owning the subsequent supportive work environment. These findings suggest that the 
application of the emancipatory, democratic principles of AR in an environment where the 
leadership supports change has the capacity to influence supportive behaviour and 
subsequent cultural change in a conservative policing environment. 
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The station as a social space of conflict and competition  (Bourdieu, 1996)
Requires leadership supportive of cultural change         (Leberman, 2006)
Sergeants 
participating in the 
LDCP
Dispositions:  Emotional, cognitive, value, physical.  (Chan, 2003)
Active players who can develop, reinforce, resist or transform cultural knowledge  (Chan, 2003)
Active players reflecting on their individual sense-making. (Chan, 2003)
Impact on culture ……..Collective sense making
(Crank, 2004)
Via Emergent elements of culture impacting on other 4 elements
Emergent elements (1) “Products of social action and encounters” (Crank, 2004)
(2) Ideational elements
(knowledge, beliefs, 
“recipe”
(2) We have a level of 
control over our work 
environment and ideas to 
make change
(3) Behavioural elements
(Signs and rituals)
(3) We choose to behave in 
supportive ways
(4) We choose to promote 
this way of behaving
(5) We own a supportive 
workplace environment
(4) Material elements
(Symbols, tools)
(5) Social structure 
elements
5 Elements of culture (Crank, 2004)
 
Figure 13. Station two, cultural change – linking theory to practice 
5.3  Summary 
The discussion has identified the depth and complexity of enablers and barriers to transfer 
of learning by the sergeants in the LDCP. The quality of communication, relationships and 
subsequent levels of trust were identified as influencing the ways in which transfer 
constructs impacted upon the transfer capacity of the sergeants. In line with previous 
transfer research, peer and supervisor support were key transfer constructs. The wider 
socio economic environment was a barrier to transfer, as supported by Bronfenbrenner’s 
(1979) “stacking Russian doll” principle of the impact of the wider environment on individual 
behaviour. The complexity of the relationships between the transfer constructs was 
identified. The importance of designing with transfer in mind was critical to maximising 
transfer. Organisational culture, particularly the collective sense making around learning has 
significant influence on transfer of learning into new situations. Drawing on seminal and 
recent modern educational theorists such as Kolb (1984), Schon (1987), and Claxton (2013,) 
and applying the principles with the policing context in mind, heightened the potential for 
transfer to occur. Bridging the gap between theory and practice for the participants was a 
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critical role of the programme and facilitator skill in the workshops and coaching was a 
major enabler of that process.  
Individual prior experiences were a key contextual consideration. Acknowledgement of the 
value of those experiences and designing for transfer by linking new learning to current 
knowledge and experience was essential. Recognising that individuals will experience a 
programme in different ways depending on their experiences and that learning is an 
iterative process not an end-point was also vital for transfer. Therefore it is important for 
both facilitators and participants to view transfer as preparation for future learning 
(Bransford & Schwartz, 1999), where individuals build their learning power (Claxton, 2013), 
for use in a variety of new situations over time. 
Action research was shown to be a useful methodology for examining and responding to 
contextual and process factors impacting on transfer. The democratic principles of AR 
contributed to the trust- building that was identified as an underpinning success factor in 
influencing changes in supportive behaviours. The combined reflective practice of the 
external researchers (university), and internal researchers (police officers), contributed to 
understanding the contextual and process factors surrounding and within the intervention. 
The cyclic, reflective nature of the AR process was closely tied to the construct of transfer 
design where ongoing adaptations occurred within the programme, and within individuals 
as the programme adapted to their needs. The capacity to respond to reflection was both 
an essential tool and a process for change. 
The following chapter presents the conclusions of the study, including contributions to the 
literature, implications, limitations and suggestions for future research. 
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CHAPTER SIX: CONCLUSIONS 
6.1 Introduction 
The final chapter in this study presents the contributions of the study, the implications and 
future challenges, and discusses potential conclusions. The chapter also discusses 
limitations associated with the study and offers suggestions for future research. The aim of 
the study was to contribute to the knowledge base about how to implement supportive 
leadership development programmes by understanding the barriers and enablers to 
learning transfer within the context of a busy human service working environment. As an 
action research project, there was also a practice-based aim that involved the improvement 
of practice of all individuals involved in the study.  
This study explored the implementation of a leadership development and coaching 
programme (LDCP), designed to improve the supportive leadership competencies of 
frontline police sergeants, to in turn improve the psychosocial work environment. The 
review of literature identified that there was limited understanding of the factors that 
influence the likelihood that new skills learned in a stress prevention leadership 
development programme would be transferred into work place practice. In seeking to 
understand “what’s really going on?” the literature also identified the need for new 
theoretical frameworks and methodological approaches. The research methodology was 
designed to address these limitations. The action research approach and the learning 
transfer lens placed attention on the experiences of all involved in the programme rather 
than on immediate intervention outcomes. The following section presents the contributions 
that this study makes toward addressing the limitations in the literature involving 
supportive leadership development programmes. The section also suggests contributions 
were made to associated fields of study which were reviewed in Chapter Two, namely 
leadership development, coaching and learning transfer.  
6.2 Contributions 
The significance of this study was presented in chapter one of the thesis. The specific 
features of the study that were considered significant are presented in Table 8 (p. 237), 
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alongside the corresponding contributions. A more detailed explanation of each 
contribution is provided following the table. 
Table 8. Significance and Contributions 
Significant to workplace stress prevention 
literature because: 
Contribution to workplace stress 
prevention literature 
There are limited stress prevention studies 
exploring enablers and barriers to 
intervention outcomes 
The exploration of enablers and barriers to 
transfer provided new knowledge about 
“what’s really going on” in a leadership 
development programme designed for 
preventing/reducing job stress in a high 
demand low resource environment  
This study uses a unique transfer of 
learning lens to examine process and 
context 
The transfer lens approach was a robust, 
review of an alternative theoretical base 
from which to examine the context and 
processes in stress prevention programmes 
and their environments. 
This study addresses the call in the 
literature to explore less traditional 
methodological approaches. 
This study provided key knowledge about 
the usefulness of an action research 
approach stress prevention programmes. 
Significant to police leadership 
development literature because: 
Contribution to police leadership 
development literature 
There are limited police leadership 
development studies examining barriers 
and enablers to transfer of learning –most 
are outcome focused only. 
This study contributes to the call for new 
approaches to police leadership 
development through the action research 
methodology and transfer of learning 
theroretical lens 
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Significant to coaching literature because: Contribution to coaching literature 
There are limited coaching studies 
examining workplace wellbeing from a 
prevention perspective. 
This study provides new knowledge on the 
barriers and enablers to using coaching as a 
workplace wellbeing strategy. 
Significant to the transfer of learning 
literature because: 
Contribution to the transfer of learning 
literature 
There are limited studies which carefully 
examine the transfer environments to 
develop greater understanding of the 
varying contexts of transfer and how the 
transfer constructs interact. 
This study supports previous transfer 
construct research and provides new 
understanding of the components of the 
varying transfer constructs and their 
application within a policing environment. 
 
In 2010 Nielsen, Taris and Cox wrote “First there is a need to understand why and how 
interventions work” (p. 219). The literature confirmed that poor understanding of what 
influences outcomes of stress prevention interventions makes it impossible to determine 
the cause of the supposed success or failure. This lack of knowledge about what influences 
outcomes has prompted Biron et al (2010), and others to identify the need to examine the 
“black box” of interventions. Therefore, the first contribution of this study is that it adds to 
the limited literature of the “how and why” of supportive leadership development and 
coaching interventions and in doing so will lead to greater understanding of the contents of 
the “black box”. A second contribution is concerned with the use of transfer of learning as a 
theoretical framework. Very few studies have examined the factors that help or hinder 
learning transfer in the context of high-demand low-resource human service environments 
that are particularly vulnerable to high levels of stress. This study contributes as one of the 
first studies to provide detailed insights into the specific situations/circumstances that can 
influence learning transfer in this context. The third contribution to stress prevention 
research is in response to challenges in the literature to explore different evaluative 
frameworks. Very few studies have used an action research approach within a policing 
environment to examine stress prevention outcomes. Therefore, this is one of the first 
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studies to provide detailed insights into how an action research approach might contribute 
to learning transfer in this context. 
Table 8 (p. 237) shows further contributions in the fields of police leadership development, 
coaching and transfer of learning. The action research approach and the learning transfer 
lens applied in the current study met the call for new approaches to police leadership 
development programmes and better understanding of what shapes programme 
effectiveness. The contribution to the coaching literature is the insights into the barriers and 
enablers to implementing a coaching programme with wellbeing outcomes. In the learning 
transfer field the current study adds to the understanding of how the transfer constructs 
interact with each other to influence learning outcomes, particularly in relation to 
motivation to improve work through learning. While contributions to leadership 
development, coaching and transfer are secondary contributions, they are worthy of 
mention and highlight the inextricable links between stress prevention research and these 
associated fields. 
6.2.1 Implications 
This section presents the implications for stress prevention research and for workplace 
wellbeing practices. 
6.2.1.1 Implications for Stress Prevention Research 
Developing a detailed understanding of the barriers and enablers to learning transfer within 
the context of a supportive leadership development intervention, makes it possible to 
identify and respond to the circumstances within those environments. The implications of 
the findings are discussed in the following sections. 
Trust as an Enabler of Transfer 
A central finding of this research was the significant influence of the presence or absence of 
trust at all levels of the environment, on the transfer of learning by the sergeants. While 
previous stress intervention research has identified the importance of gaining management 
support (e.g., Noblet and Lamontagne, 2008) the current study points to the broader need 
of better understanding and managing relationships across the life-span of the intervention 
(including pre and post- intervention phases). A key goal of the needs assessment process 
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should therefore be to understand the levels of trust that exist between major stakeholders 
in the organisation and then to use that knowledge to develop strategies aimed at building 
high-trust relationships. Similarly, designers need to incorporate democratic/collaborative 
planning techniques and bottom-up, top-down communication as a way of establishing and 
maintaining trust particularly in ‘them and us’ working environments such as law 
enforcement, health care and other human service organisations where senior personnel 
and specialised functions (e.g., human resource management [HRM], organisational 
development) are often perceived to be out of touch with the needs of frontline workers  
(e,g,. Bennett & Schmitt, 2002; Cartwright & Holmes, 2006). More generally, relationship- 
building should be elevated to a status beyond being ‘nice to have,’ to that of a critical 
process that needs to be integrated into each stage of the intervention planning, 
implementation and evaluation cycle.  
Widening the Support for the Intervention 
Related to the importance of mutual trust, effective communication and high quality 
relationships, is the need for those within an organisation who can influence the transfer 
environment, to understand and model the supportive behaviours that are the focus of the 
intervention. In my leadership development consulting experience working with middle or 
front-line managers across a range of services and industries, I often hear the lament “we 
wish our bosses knew this stuff!” The findings from the current study suggest that sentiment 
is even more prevalent in a low managerial trust/high demand policing organisation. 
Therefore, efforts should be made to identify and develop ‘supportive interventions’ that 
can prevent or mitigate the impact of problematic barriers and possibly enable faster 
implementation of new supportive behaviours in intervention participants (Hasson et. al., 
2014; Richter et. al., 2016). 
Using a Transfer of Learning Lens 
Consideration should be given to the use of transfer of learning as a theroretical framework 
within leadership development stress prevention research. A transfer approach could be 
used in stress prevention research in three ways; transfer as an environmental audit, as a 
design principle and as an evaluation tool. Using transfer as an environmental audit tool 
prior to intervention design would enable researchers to more fully understand the 
environment for which they were designing. Transfer as a design principle was a successful 
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approach taken in this study as evidenced by participant’s responses to the programme 
design and the learning strategies within the programme. Transfer design constructs of peer 
and supervisor support should be embedded in programme design. Similarly, learning 
strategies which directly support the behavioural change process should be selected for use. 
Using a transfer of learning lens to evaluate leadership development programmes has the 
effect of requiring intervention designers to look beyond the immediate post-intervention 
outcomes that have traditionally been the measure of determining success or failure. 
Acknowledgement of the limitations of those immediate outcome measurements (whether 
they be favourable or unfavourable), facilitates the casting of a wider lens over intervention 
design implementation and evaluation. Transfer of learning is one possible way to cast that 
lens. A wider lens approach would mean interventions would be viewed from a Preparation 
for Future Learning (Bransford & Schwartz, 1999), perspective, rather than an immediate 
post programme outcome focus. Doing so would challenge programme designers and 
researchers to think beyond the intervention and ask the question “what are the enablers of 
transfer and what have we planned that is going to support participants to continue to learn 
beyond this particular learning event or intervention?” Equally, considering the known or 
potential barriers to learning transfer would mean that programme design can begin to 
address or at least buffer those barriers from the start. 
A transfer lens acknowledges that transfer is an evolving process where the learner is 
continually integrating current knowledge and creating something uniquely new to them. 
This takes time. Particularly in a policing environment, there is a need to build 
understanding of a long- term approach that may or may not bring immediate measurable 
indicators of improvement in health outcomes or measurable working conditions in the 
short term. Researchers need to talk the language of long-term investment with 
organisations at the initial stages so that expectations can be managed.  
Action Research  
The findings identified that the action research process was an important facilitator of 
change both in the use of strategies (e.g., change from group to individual coaching) and in 
the empowerment of the sergeants to create change in the station. The discussion 
highlighted the strong links between theories of police culture and practice of supportive 
behaviours (Figure 13, p. 235), showing that a democratic/participatory action research 
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approach can positively impact on station culture, even if the predominant organisational 
culture is not fully embracive of the intervention approach. Action research however 
presents challenges because of the “messiness” of working directly in the workplace in an 
ongoing way. This study has shown that provided there is strong relationship management, 
the benefits can exceed the pitfalls. Therefore, action research should be considered as one 
approach to creating culture change through supportive leadership development 
programmes in the future. 
Organisational Culture and Motivation 
In discussing the need for new approaches to leadership development Petrie (2011, p. 6) 
stated “We will need to help people out of the passenger seat and into the driver’s seat of 
their own development” The current study has identified significant environmental 
challenges in making the change from passenger to driver within the demands of a policing 
environment. The organisational cultural beliefs and practices around learning are shaped 
by the demands of high knowledge/information requirements. These demands negatively 
influence the current learning environment and there is no expectation that they will lessen 
in the future. Therefore, the importance of acknowledging the different learning 
requirements of supportive interventions that seek a ‘hearts and minds’ shift, cannot be 
underestimated. Motivation to improve work through learning (MTIWL) was identified in 
this study as a critical transfer construct that is greatly influenced by environmental and 
intervention factors. Officers have little control over much of their job requirements (Crank, 
2004; Gilmartin, 2002), but they do control their willingness to engage or withdraw their 
goodwill and commitment. Police organisations must understand that to help officers ‘out 
of the passenger seat’ they need to be ‘trusted with the car keys.’ To learn and develop they 
need the appropriate amount and quality of coaching and the time to practice and to 
collaborate with their peers. To develop ownership of their learning, they require 
acknowledgement of their individual experiences and a voice that gives them some control 
over the process.  
Feedback, Models, and Coaching as Key Supportive Behavioural Tools 
The use of feedback models provided a vocabularly and structure for attempts by the 
sergeants to lead more supportively. Although the models used in the LDCP could be 
considered successful in helping sergeants behave more supportively, the implication is not 
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that the same models, delivered in the same way, would be as successful in another 
environment. Rather, there should be considered thought given to what models might work 
in different circumstances and a willingness to adapt, change and explore with the 
participants what will work in practice.  
Facilitator Skill 
Faciitator skill was identified as critical to learning transfer by all participant/researchers. 
The level of facilitator skill is an important consideration in stress prevention planning where 
the following question should be asked- “do we have the right people with suitable skill and 
knowledge of the environment we are working in, and can they adapt and respond to the 
needs of the individuals in the intervention?” If the answer is not clearly affirmative, then 
there is limited likelihood of success in a high demand – low resource environment such as 
policing. 
6.2.1.2 Implications for Workplace Wellbeing Practices 
This study identified the challenges of implementing a stress prevention programme in a law 
enforcement organisation. There was a disconnect between the way the organisation was 
structured, its culture, particularly in relation to learning and development, and the ideal 
way in which to successfully implement a leadership and coaching programme. Ideally, 
police organisations will continue to explore stress prevention strategies and programmes 
for their employees and move away from the focus on secondary and tertiary-level 
initiatives (Murphy & Sauter, 2003). Linking stress prevention strategies to organisational 
operational strategies (as well as the obvious HRM strategies), may increase organisational 
engagement with the process. For example, many western policing strategies have a strong 
prevention policing focus (Braga, 2008). Workplace stress interventions are a natural 
bedfellow of prevention policing and this relationship could be maximised. It should be 
noted that the current study eventuated only because of an externally funded Creating 
Healthy Workplaces project. Only relatively recently have police organisations begun to 
acknowledge (through actions rather than rhetoric alone), the importance of addressing 
workplace health related factors from a prevention perspective (Skeffington, Rees, & Kane, 
2013). This acknowledgement comes as stress-related issues impact more directly on 
organisational goals and outcomes.  
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The impact of organisational culture, is an important consideration in programme 
implementation. When implementing a LDCP within a large organisation such as police 
where there are cultural challenges, then it is wise to choose a pilot location that is going to 
ensure a level of success that will give credibility to the programme across the organisation. 
Station one was a suitable choice for the current study and the ready acceptance of the 
programme by Station two confirmed that fact. Station two was at the start of a change 
process with new leadership and the LDCP was embraced by nearly everyone involved. But 
what difference would a LDCP programme make in stations with major problems and poor 
leadership? This was a question put by the sergeants in both stations because of their 
knowledge of some of the challenging situations in other stations. There is no simple 
answer, but it does point to the need for organisations to invest heavily in developing “soft 
skills” in their staff. My view is that “soft skills’ have been mislabelled and such a label is 
unhelpful, particularly in a law enforcement environment where the notion of “soft” is 
counter-culture. The findings of this study show that when leaders in the workplace develop 
skill in communicating effectively with their staff, not only is everyone happier, but the work 
is “easier.” Leaders who support their staff through effective communication have “hard” 
identifiable, performance-related skills – not soft skills.  
A further challenge for the development of supportive leadership behaviours in policing is 
that leadership development opportunities are structured around the rank system, where 
individuals attain the necessary qualifications then attend leadership development 
programmes. The results of this study, which support the findings in previous professional 
development transfer related studies (e.g., Leberman 1999; McDonald, 2002), suggest that 
workplace based learning with peers strongly supports learning transfer of leadership skills. 
In the current leadership development sytem, where police officers return to workplaces 
with new approaches to problems or opportunities, they risk being caught in a “frozen 
window” effect, whereby they are viewed by others as unchanged. The inability of others to 
understand that a person has changed coupled with a desire to maintain the status quo can 
limit the embedding of behavioural change despite individual motivation to make that 
change.  It would be a paradigmatic shift for police organisations to consider different or 
complimentary approaches to leadership development by focusing on the station or 
workplace rather than solely on individuals seeking promotion. Poor performance 
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management and poor knowledge management practices were identified in the 
Participating organisation’s report (2014). These poor practices are not the fault of 
individuals but they do allow incompetence to flourish and impact on wellbeing in the 
workplace.  
6.3 Future Challenges 
The success of implementing supportive leadership development programmes can be 
challenged by causes of workplace stress that are not related to leadership behaviour and 
by problems impacting on programme design. 
6.3.1 Considering Other Causes of Workplace Stress 
There is a risk that when implementing leadership development programmes aiming to 
reduce stress in direct reports, that leaders are considered the sole source of job stress. In 
discussing primary, secondary and tertiary responses to workplace stress, Noblet and 
Montagne (2006) stated that it is problematic to view individuals as holding greater 
responsibilitiy for stress outcomes than organisations or collective roles. In the case of the 
LDCP, even though it was the role that was identified as problematic, the individuals in 
those roles can feel targeted. While the needs assessment stage of this study identified the 
need to intervene at the frontline supervisor level, there is opportunity to also consider 
changes of local or even organisational workplace processes and practices to reduce 
workplace stress. In both the workplaces in which the LDCP was implemented, the 
constables were led by different supervisors on different shifts, leading to limited 
opportunities to build meaningful relationships and potentially limiting valuable 
communication in the workplace. In some policing jurisdictions (e.g., New Zealand) each 
sergeant leads a stable team of constables, an approach that may be both less stressful and 
more productive. In Station two the workplace practice of the sergeants staying in their 
office and sending emails to their staff was a simple process which was changed by the 
station supervisor and which supported the new behaviours of the sergeants participating in 
the LDCP. Had the LDCP not been implemented, this simple change would alone have forced 
some improvement in communication. Therefore, the opportunities to leverage off system 
and process changes should not be overlooked. 
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6.3.2 Leadership Development Programme Design 
The programme design in this study has been adopted for wider use within the 
metropolitan police service taking part in the current investigation. However, the adoption 
of the programme does not mean that there are not inherent challenges in running such a 
programme, or that other designs should not be considered. A major challenge outlined in 
the findings and the discussion, was the amount of time and resources involved in 
maintaining a coaching programme, from the perspective of both the facilitators and the 
police officers. Consideration should be given to the realities of the available resources in 
the situation. Further, sustainability of coaching capacity is an issue. In the current study the 
selection and skill level of the internal police coaches was a potential barrier to learning 
transfer. To address sustainability in coaching, coaching capacity should be an initial focus of 
future programmes. In the current study, more time could have been given to preparing the 
police coaches to be able to coach from the very beginning of the intervention at a level that 
would benefit the sergeants. Ideally this coaching of the coaches should be done well in 
advance of the main intervention. Organisational based coaches need to have at least what 
Dreyfus (cited in Benner, 2004) calls a “proficient novice” level of coaching expertise, 
otherwise the coachee is unlikely to gain from the experience. A coach the coaches 
programme should begin with a robust selection process of appropriate individuals who 
have expressed both interest and aptitude in coaching type skills. Ideally, they should 
experience a number of workshops with coaching assignments between workshops which 
are videoed and mutually reviewed. As was evident in the current study, when the right 
people become involved in coaching, they develop a keen interest and contribute to the 
organisation by continuing to develop their coaching skills. If it is not possible to access 
individuals with the desirable traits, then it is unlikely that a programme will succeed. This 
challenge of building and maintaining the capacity of coaches points again to the 
importance of relationship building and trust because of the considerable amount of 
goodwill involved in maintaining the programme. 
6.4 Limitations of the Research 
One of the main limitations of this study is the self-reporting of the learning transfer by the 
sergeants. An inherent challenge in leadership development research is finding appropriate 
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ways to measure improvement in leadership competencies (i.e., generalisation and 
maintenance of new skills). Opportunities to observe the application of the skills in the 
workplace would have been ideal but from a practical perspective, difficult to achieve. A 
second limitation is that the group of sergeants involved in the programme was relatively 
small. It would have been ideal if every sergeant in both stations could have participated. 
Again, this was not possible given the organisational restraints around rostering staff and 
the subsequent additional coaching that would have been required. A third limitation is that 
a relatively small amount of interview data was collected from constables who were hoped 
to be the major benefactors of the LDCP. The practical challenges presented in doing so 
were yet another example of how the complexity of the environment impacted on how the 
intervention could be evaluated. 
Despite the limitations on time available to run the programme it was evident that each of 
the sergeants benefited in some way from the learning opportunity, with potential for 
ongoing benefit after completion of the programme. While it was possible to collect data 
immediately post the programme, the high levels of job rotations in policing meant that 
data collected would not reflect any change or lack of change in supportive behaviours 
within the wider station environment over time. However further interviews with sergeants 
in their new environments may have elicted more confirmatory data about the enablers and 
barriers to transfer. The length of time over which the study was implemented could be 
considered a limitation. A longer period of coaching (6 months) would have provided 
greater understanding of its impact on transfer of learning. That said, the demands of the 
workplace would have rendered a longer programme more difficult to implement. 
Placing the LDCP in the real world of the police station could be viewed as a limitation, but 
in this study, it is considered a major strength. The messy reality of the busy police station is 
where police sergeants either support or neglect their staff. Grounding the learning in the 
“swamp of practice”, (Hellison, 2000) enabled the research team and the police staff to 
grapple with the day to day realities of transferring the learning in ways that give greater 
meaning to the outcome. In summary, many of these limitations are the result of the 
realities of researching in such a challenging environment. The study was much less about 
minimising uncontrollable factors than it was about placing a lens over those factors, thus 
giving the study a distinctly authentic quality.  
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6.5 Suggestions for Further Research 
A key question that comes out of this study and deserves further exploration, links the 
transfer, leadership development, coaching and workplace stress intervention research 
fields. It asks, “how do transfer of learning constructs impact over time on the 
generalisation and maintenance of supportive leadership behaviours, including coaching 
skills?” The current study has identified the impact of contextual and process factors on 
transfer of learning constructs over a period surrounding an intervention with some data 
collected twelve- month post programme. Extending the post-programme data collection 
period and more of participants may provide insights that the current study did not. Future 
studies could increase the amount of data collected from subordinates to compare and 
contrast with programme participant’s self-reviews.  
On the premise of this study’s finding that trust is a critical factor in intervention outcomes, 
further research on how trust is engendered in different organisational environments would 
provide insight into commonalities and differences that could be exploited in future 
interventions. The validity of the trust labels suggested in this study (catalytic, programme 
enabling, learning enabling and wellbeing enabling), could be further explored for their 
usefulness and validity in other intervention environments, particularly where supportive 
leadership development and coaching programmes are involved. 
There is considerable frustration within the field of leadership development research about 
the elusive nature of ‘what works’ in leadership development (e.g., Campbell & Kodz, 2011; 
Kodz & Campbell, 2010) . These frustrations suggest a deeply rooted paradigmatic belief 
that there must be one answer, which rationally, there is not. The frustrations point to an 
opportunity to accept the complexity of the research field and to then undertake a thorough 
exploration of the experiences of all the stakeholders in development programmes including 
the researchers, designers, participants and their work colleagues at all levels. 
Within intervention design there is potential to explore the role of group coaching in stress 
prevention interventions. Individual coaching was preferred to group coaching in this study, 
however, there were variables that impacted on that result, such as the group 180-degree 
feedback and the novice and in some cases poor coaching skills of the police coaches. The 
potential for group coaching should be explored because of the opportunity it provides for 
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individuals to learn from and support others. Peers support was identified as a key transfer 
construct in this study so there is potential for group coaching to lead naturally into peer 
coaching. Peer coaching would make better use of resources within the organisation and 
potentially create a pool of people who can support each other to further develop their 
coaching and hence, their supportive leadership skills. 
6.6 Concluding comments 
This study identified multi-faceted and interconnected factors that existed across 
environments and across time to impact upon the sergeant’s capacity to transfer their 
learning from the LCDP. It would be easy to justify that it is too difficult to deliver a 
programme involving workshops and coaching sessions in a high demand 24-hour roster 
workplace. However, this study has shown that attention to relationship-building and an 
associated increase in trust creates the goodwill to support such a programme. The decision 
by the Creating Healthy Workplace project to focus on the sergeant-level proved to be a 
sound one. It was sound not only because sergeants have considerable power to influence 
the psychosocial environment in police stations, but because they deserve the professional 
and personal development opportunities that a programme such as the LDCP provides. The 
participating organisation is no different to other police jurisdictions in that it struggles with 
deficit focused people management practices (Participating organisation’s report, 2014). 
Professional development opportunities beyond those mandated are not available to all 
staff. The provision of high quality professional development for sergeants is an effective 
way to address some of the deficiencies. As was shown in the case of one LDCP participant – 
a “kick in the pants” from the 180-degree feedback responses by his constables was enough 
to trigger significant, ongoing changes in supportive behaviours. 
Police sergeants hold considerable cultural capital within the organisation, (Flannagan, 
2008). The approach in this study was to capitalise on the positive aspects of the cultural 
capital (e.g., strong comraderie). Rather than view current practices as problems to be 
solved, the LDCP was promoted as a positive opportunity to make individual change and 
change to station culture. For cultural change to take effect, police organisations need to 
develop greater understanding of how to manage a more democratic style of leadership 
while maintaining command and control where necessary. The challenge for police 
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organisations in effecting supportive behaviour as cultural change is well illustrated in the 
title of a seminal management article (Kerr, 1975) “On the folly of rewarding A, while hoping 
for B.” Supportive leadership behaviours must be embedded in the organisational reward 
system, for systemic change to occur. There needs to be recognition that the changes the 
organisation desires are in the hands of each individual sergeant as the shapers of cultural 
capital. The individual’s desire to improve the workplace through learning (MTIWL), is 
largely influenced by the environment in which they are operating. If MTIWL is as important 
as it appears to be in this study, then the importance of providing a suitable environment 
for it to thrive cannot be underestimated. 
If the organisation can increase the opportunities for self development for sergeants, there 
will be a change in how learning is viewed. Both organisational and individual views of 
learning need to move beyond “knowing that” (replicative knowledge) and “knowing how“ 
(applicative knowledge), (Broudy, 1977) to “knowing with,” so that knowledge eventually 
evolves into wisdom. When opportunities are provided for those at a lower rank to 
contribute to learning and decision-making, then individuals can begin to develop leadership 
wisdom. A coaching approach to leadership can provide more structured opportunities for 
reflection and create the building blocks for wisdom to develop over time. 
Limitations in resourcing and the current “do more with less” economic mantra mean that 
supportive leadership initiatives will be competing for resourcing with producitivty-based 
programmes into the future. Therefore, when promoting the importance of supportive 
leadership development, it would be wise to take an approach that not only highlights the 
human, behavioural, social and economic impacts of workplace stress (costs), but also 
highlighs the potential link with productivity (benefits). The literature has identified 
difficulty in determining return on investment (ROI), of professional development 
programmes (e.g., Grant, 2012). While the current study cannot claim any ROI outcome 
measures, enough particpants told stories of improvements in how they led their staff to 
suggest that for them, supportive behaviours lie at the root of good leadership and can 
impact on productivity outcomes.  
Organisations need to invest resources wisely. Part of that investment should be in 
developing understanding of the critical barriers and enablers to transfer. If it is not possible 
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to buffer the barriers with strong transfer design or supervisor and peer support, then there 
is a risk of wasting time and money on programmes that are unable to produce supportive 
leadership behaviours that are maintained over time. 
The LDCP was as much a wellbeing programme for the sergeants as it was about their 
capacity to transfer their learning to improve the wellbeing of their staff. Being able to, as 
Clutterbuck (D. Clutterbuck, February 21, 2017) says, “examine their actions in the light of 
their intentions”, was a significant personal growth opportunity which they were able to 
embrace at varying levels depending on their individual circumstances. Truly effective 
transfer of supportive leadership skills would see leaders extending their supportive 
behaviour beyond their immediate environment. There are real challenges in fostering a co-
operative mind-set beyond the boundaries of one’s own team. Organisations need to find 
the champions amongst front-line leaders, listen to them and respond to their successes 
and challenges. Building pockets of excellence, such as developed in Station two can begin 
to create a wider cultural shift over time. The most recent trends in leadership development 
are focused on values based, collaborative, cooperative principles of leadership (e.g., Petrie, 
2014; Laloux, 2014). Petrie (2014) contends that leadership development has become too 
individually focused and elitist and that leadership should be viewed as a collective process 
that is spread through networks of people. He asks “What conditions do we need for 
leadership to flourish in the network?” (p. 7). The current study has explored those 
conditions in a policing environment and found evidence that supportive leadership can 
flourish under the right conditions. 
To summarise this chapter, the study has, through the lens of learning transfer, identified 
“what’s really going on” in a frontline leader’s supportive leadership and coaching 
programme. The study has supported previous research suggesting that leadership 
development with well-designed and supported coaching programmes can contribute to 
changes in supportive leadership behaviours. Implications from the study include the need 
to focus on developing, maintaining and extending trust and widening support for the 
intervention. Learning transfer can be applied as an environmental audit, a design principle 
and an evaluation tool. Applying action research to supportive leadership development 
programmes should be considered as one approach to creating cultural change. Putting the 
police learner in the ‘driver’s seat’ of development is a challenging but not insurmountable 
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goal. Organisational support and modelling, quality coaching, meaningful opportunities to 
collaborate and ownership/control are key considerations towards helping police frontline 
leaders drive supportive cultural change. 
Other challenges include the need to consider and respond to causes of workplace stress 
not directly related to leadership behaviours and giving more meaning to the intervention in 
the eyes of the organisation by linking outcomes to strategic goals. Obtaining enough 
resources, selecting suitable coaches then developing coaching capacity will remain difficult 
goals in a policing environment. These challenges can all be lessened to some extent by 
paying deliberate attention to the development, maintenance and extension of trust via 
relationship building. 
Limitations of the study were identified as the self-report nature of the sergeant’s 
behaviours, the small number of participants and the limited data from constables. A longer 
period of coaching would have been worthwhile both from a learning outcome and data 
collection perspective. Situating the study in ‘the swamp of practice’ was considered a 
strength rather than a limitation of the study. Further research suggestions include 
exploration of the role and the methods of developing maintaining and extending trust in 
leadership and coaching programmes with greater numbers of participants in studies 
implemented over longer periods. A further exploration is recommended into peer coaching 
and the role of coaching in developing supportive behaviours in frontline police leaders. 
To summarise my personal reflections as this thesis writing process comes to an end, I will 
use the two questions from the Ask Add Model which was a major strategy of the LDCP (see 
Appendix F, p. 267). Firstly, “What did I do well?” I was both process driven and people 
focused in the planning stages. I trusted my prior experience to lead us but I remained open 
to new ideas and making changes. I trusted the team to use and develop their expertise and 
I trusted the participants to take the most they could from the programme. “What would I 
do differently?” I would focus more on building internal coaching capacity and I would 
spend more time on having the participants exploring their own values base and wellbeing 
goals. 
I will leave the final words on creating healthy workplaces to two police officers. Firstly, a 
sergeant who, at the start of the LDCP identified himself as “rigid and process driven,” but 
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through participation in the programme forged a way to lead from his own value base, to be 
an authentic leader, to support his staff in their work and to thrive in a demanding 
command and control organisation.  
“I’m [now] steering away from being driven by process, to driving relationships 
which then drive motivation, which then drives the process..... so when my [staff 
members] goes home, they can say “I had a really good day today.” 
Secondly, the station supervisor in Station two, wrote in recent email correspondence, 
nearly two years after the end of the programme and who in the last twelve months has 
been largely absent from the station on secondment to other roles; 
“I am still receiving very strong feedback about very positive boosted morale. 
Despite being the poorest number staffed station in [the city], actual results far 
exceed any station in the region and in most areas, exceed all other stations in the 
state. It just reinforces to me that a happy workforce is an effective workforce. It is 
also pleasing to see that it is now self-contained, and being driven by the sergeants. I 
can be away for months at a time and the place doesn’t lose its mojo, so how good is 
that?” 
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APPENDICES 
Appendix A   Sample, Plain Language Statement 
 
 
PLAIN LANGUAGE STATEMENT 
 
TO:  Participants 
 
Plain Language Statement  
Date:  
Full Project Title:  Factors Influencing Learning Transfer in a Supportive Leadership 
Development Programme 
Principal Researcher: Professor Andrew Noblet 
Student Researcher:  Shona Munro 
Associate Researcher(s): Dr Amanda Allisey 
Ethics approval code  BL-EC 84 11 
 
Dear Participant, 
My name is Shona Munro, I am a PhD student at Deakin University advising and 
researching in the Creating Healthy Workplaces Project (CHW). You will know that CHW 
is being undertaken in your police station to improve supportive behaviour and reduce 
police officer stress. The CHW Director, Professor Andrew Noblet, and the Programme 
Manager Dr Amanda Allisey from the Faculty of Business and Law at Deakin University 
are the supervisors of my research project 
The CHW study involves the design and delivery of a professional development 
programme for Sergeants in your station. The professional development programme is 
called the Leadership Development and Coaching programme and you will shortly hear 
more about it from the CHW team. My research involves understanding the factors that 
support the sergeant’s learning in the LDCP and factors that might get in the way of their 
learning. So I want to interview people who are impacted upon by the programme and 
that includes sergeants, station supervisors, constables and the research team. 
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One on one interviews and focus groups (staff at your station) will be conducted to 
gather your views on the factors that influence if and how sergeants are able to use their 
learning in the workplace. Interviews will take approximately 60- 90 minutes. Questions 
will focus on your perceptions of a range of factors within the local and wider police 
environment, factors about the programme and the way it is implemented and factors 
about the individual sergeants that impact on their ability to demonstrate supportive 
behaviour. 
Sergeants will participate in several focus groups, where they can collaboratively 
explore any issues about the dynamics, successes, problems and programme 
improvement opportunities. 
Interviews and focus groups will be audio-recorded and transcribed. While absolute 
confidentiality cannot be guaranteed, every attempt will be made to protect 
confidentiality by treating data with sensitivity. Publication of results will be in the 
form of a PhD thesis and journal articles. All data used in publications will be aggregated 
and anonimysed, so that individual data will not be identifiable. If you are interested, 
results from this study will be available via the Deakin library 
Your participation in this data collection about the CHW is totally voluntary. You are free 
to withdraw at any time. If you withdraw all data collected from you before you 
withdraw, will be destroyed and not used in the study. 
If you would like to know more about this project you can contact me via email 
smunr@deakin.edu.au 
 
Thank you for your assistance in exploring ways to support behaviours that reduce stress 
for police officers. 
 
Sincerely, 
 
Shona Munro 
Should you have any concerns about the conduct of this research project, please contact the 
Secretary, Ethics Committee, Research Services, Deakin University, 221 Burwood Highway, 
BURWOOD VIC 3125. Tel (03) 9251 7123 (International +61 3 9251 7123). 
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Appendix B  The Stress Management Competencies Examples (HSE, 2008) 
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Appendix C   Focus group protocols 
        
Creating Healthy Workplaces – Process Evaluation 
Focus Group Protocol 
Introduction 
Facilitator to thank participants for their attendance and give a brief overview of the 
research and the requirements for participants and why it is important that they 
respond fully and thoughtfully to the questions posed. Explain the researcher’s role 
in the focus group, their external position to the organisation and the limits of 
confidentiality if there are any. 
E.g.  
“We've brought you together so that we can learn about your experiences during the 
implementation of the Creating Healthy Workplaces program within your station. This 
is a `'no holds barred" discussion. We want to know what your opinions are, even if it 
looks bad. Of course, we also want to know where things are going well, and what 
helped you during the program. 
We are focusing on your experiences as a sergeant and want to get a detailed 
understanding of your perceptions of the Leadership Development and Coaching 
Program at [station] as well as the Creating Healthy Workplaces program as a 
whole. There are no right or wrong answers, we want to hear from everyone to get a 
diverse range of opinions and experiences. I may call on you if I haven’t heard from 
you in a while. 
We are taping this session so that we can study what you have said, but it goes no 
farther than this group. Anything you say here will be held in strict confidence; we 
won't be telling people outside this room who said what. Any of the information that 
we use from this focus group will be in summary form only and will be de-identified 
so that no one could work out who you are or who said what.” 
Have participants complete consent forms. 
Distribute name tags (including a number to use in any identification of participants in 
notes etc.) and explain their purpose for identification during the focus group only. 
Begin formal focus group session. 
 “The purpose of the focus group is to learn about your experiences during the 
Creating Healthy Workplaces project. Specifically, we want to better understand your 
perceptions of the Leadership Development and Coaching program and the ways in 
which the content, delivery, and timing of the program influenced your behaviour, the 
way the station felt, and the stress experienced amongst members of Booroondara 
station. We also want to know about any barriers that you experienced during the 
program. What were some of the factors that influenced your ability to implement the 
things you learnt during the program? Of course, we also want to know what went 
well. What helped you to trial new behaviour or to influence the station in a positive 
way? 
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We are taping this session, just to make sure we have an accurate account of your 
experiences, but please be assured that the specific information you provide goes no 
further than this focus group. Please also respect the others in the group. Anything 
that is said here will need to be held in strict confidence. All information that we 
collect will only be reported in aggregated form so no individuals will be identifiable in 
the summary provided to your station or to [Police].” 
1. INTRO: I’d like to start off today by having everyone introduce themselves, 
including a little bit about your background – how long you have been in 
[Police], how long you have been a sergeant and how long you’ve been at 
[station} 
2. OVERALL EVALUATION: What has been your overall impression of the 
Leadership Development and Coaching Program? 
3. POSITIVES: What were some of the best aspects of the program for you? 
(Probes: What did you enjoy? Were there moments that stood out for you?) 
4. CHANGE: To what extent do you think that you have noticed a difference in 
your own working life as a result of taking part in the program? (Probe for 
different experiences both positive and negative) 
5. CHANGE: To what extent do you think that you have noticed a difference in 
the station as a result of this program? (Probe for differences between ranks 
and for potential barriers to learning transfer) 
6. FACILITATORS: I want you to think about some of the things that might have 
helped you to make changes to your own behaviour. What were some of the 
factors that helped you to translate what you learnt through the coaching into 
actual behaviour – these might be something specific to you or it could be 
something about this station, or the program delivery for instance. 
7. BARRIERS: Individually, I’d like you to use the pen and paper in front of you 
and write down some of the barriers or challenges that you faced whilst trying 
to make changes to your behaviour over the course of the program. These 
might be things like timing, station culture, habit, opportunity or workloads. I’ll 
call on you to share these in a minute, but have a think about what impacted 
you the most over this time. 
Go through responses. 
Probes: Did you try and overcome this barrier? How? What would have 
helped to reduce the influence of this barrier for you? Did anyone else 
experience this barrier? Why do you think that this was common/uncommon? 
a. READINESS: To what extent did you feel ready to undertake the 
training program? (Probe for common responses) 
b. MOTIVATION: To what extent did you feel motivated to participate in 
the program? What influenced your motivation? Did this change at any 
point? Why? Why not? 
c. CAPACITY: Did you think that you had the capacity to use the skills 
and knowledge presented in the LDCP? If not, why not? If yes, what 
helped you to do this? 
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8. SUPPORTS: What were the key sources of guidance and support that you 
sought, or would have needed, to implement change at the station? (Probe: 
What did your supervisors/colleagues/members do that helped you to use the 
skills and knowledge you learnt through the program? Is there anything else 
that you can think of that would support sergeants to make changes?) 
9. TRANSLATION: Going forward, this program will be implemented in a number 
of different police stations. What do you think will be some of the critical 
elements to consider to ensure that the program is effective in other 
locations? 
10. TRANSLATION: And what might be some of the changes that we could make 
to improve this program? 
11. CLOSE: All things considered, what is the most important thing we have 
discussed today? Is there anything that we have not covered today that you 
would like the opportunity to add? 
APPENDIX 
LTSI Factors 
a. Readiness: To what extent did you feel ready to undertake the training 
program? 
b. Motivation: To what extent did you feel motivated to partake in the 
program? Did your motivation decrease or increase at any point? Why? 
c. Outcomes: How did you perceive the value of changing behaviour in 
line with the training program? Did you think that changing your 
behaviour would have a positive outcome for you? Or perhaps you 
thought that there would be a negative or no outcome?  
d. Capacity to transfer: Did you think that you had the capacity to use the 
new skills and knowledge that you developed through the training? If 
not, why not? If yes, what helped this happen? 
e. Peer support: To what extent did you think that your peers reinforced 
and supported your use of the knowledge and skills developed through 
the LDCP? 
f. Supervisor support: To what extent do you think that your senior 
sergeants and other senior officers supported and reinforced the use of 
your training on the job? 
g. Supervisor sanctions: To what extent did you feel that you might 
experience negative consequences if you enacted some of the learning 
from the LDCP? Would this have been from your senior sergeants? 
From your colleagues? Others? 
h. Perceived content validity: Did the content of the program match the 
requirements of your job? 
i. Transfer design: Were the activities and exercises used in the training 
program helpful when applying the learning on the job?   
j. Opportunity to use: To what extent do you feel that you have the 
resources and supports needed to apply what you have learnt to the 
workplace? 
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k. Transfer-effort performance expectations: To what extent do you feel 
that the training that you received has influenced your job 
performance? Is this in a negative or positive way? 
l. Performance-effort expectations: To what extent do you think that your 
efforts to improve your performance will lead to actual changes in 
performance? Why? Why not? 
m. Openness to change: What might be some of the factors within this 
sergeant group that influence the use of skills learnt through the 
training program? Is everyone open to the use of these new skills? 
n. Performance self-efficacy: Do you feel confident to use the skills 
developed in the LDCP on the job? What has impacted this the most? 
o. Performance coaching: Do you received any feedback on your use of 
these new skills? Who provides this to you? Is it helpful? 
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Appendix D   Sample individual interview protocols and questions 
Project Personnel Interview Questions 
 
Project Manager 
Project Coordinator 
Project Facilitators 
Phase Question 
Phase 1 
Gain management support 
Form coordinating group 
Conduct needs assessment 
Set priorities and goals 
Thinking back to the start of the project, where you were 
still getting it off the ground but the funding was approved.  
In the first stages....... 
1. What do you think were the events, attitudes, 
behaviours and actions that assisted in progressing 
the project forward? 
2. What do you think were the events, attitudes, 
behaviours and actions that provided stumbling 
blocks or slowed the project or made it more 
difficult? 
Phase 2 
Design and develop 
intervention and action plan 
In the next phase, once the appropriate intervention was 
selected and you began the planning, design and 
development.... 
1. What do you think were the events, attitudes, 
behaviours and actions that assisted in progressing 
the project forward? 
2. What do you think were the events, attitudes, 
behaviours and actions that provided stumbling 
blocks or slowed the project or made it more 
difficult? 
Phase 3 
Deliver intervention 
In the delivery intervention stage............ 
1. What do you think were the events, attitudes, 
behaviours and actions that assisted in progressing 
the project forward? 
2. What do you think were the events, attitudes, 
behaviours and actions that provided stumbling 
blocks or slowed the project or made it more 
difficult? 
Prompts: 
Planning / Communication / Content / Flexibility / 
Continuity / Personnel / Organisational culture / 
External events. 
Personnel includes: Snr Management / Internal 
coaches / External coaches / Advisors / Participant 
sergeants / Constables / Senior Sergeants 
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Phase 4 
Evaluate process 
In the evaluation stages (particularly between Station one 
and Station two....... 
1. What do you think were the events, attitudes, 
behaviours and actions that assisted in progressing 
the project forward? 
2. What do you think were the events, attitudes, 
behaviours and actions that provided stumbling 
blocks or slowed the project or made it more 
difficult? 
 
 
 
Memo:  Each person has their own unique role and their own unique way of looking at the 
project.  Make sure you identify that their voice is important because of the role that they 
play and the perspective that they bring. 
Their  interpretation.........Their reflections      Their hypotheses 
patterns........ successes....... key milestones....... key players ........ key decisions...key 
changes .... missed opportunities....... easy wins........  surprises...... disappointments...........  
team dynamics....relationship with police.....  motivation to succeed.....resilience in face of 
difficulties 
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Appendix E   Sample of nodes 
 
  
Example 1   LTSI 
Environmental transfer climate 
Peer 
support 
+ve 
support 
or -ve 
outcomes 
Supervisor 
feedback 
coaching 
Supervisor 
support or 
opposition 
Workgroup 
open to 
change 
Example 2 Action research 
Constable 
voice 
Sergeant 
voice 
Flexibility Opportunities Challenges 
 266 
  Example 3 Relationships 
Coaches and sergeants 
Project team and stations 
Facilitators and coaches 
Senior sergeants and sergeant group 
Sergeants and constables 
Project team and organisation 
Trust 
Mistrust 
Within research team 
Within sergeant group 
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Appendix F    Teaching notes for Ask/ Add model 
The Background 
Explain that there are many different ways of giving feedback and there are many different 
models that suggest how it’s done.  We have chosen the Ask Add model because  it meets 
our underpinning beliefs about how people learn.  
• It provides an overarching set of principles for the coaching process.  
•  It provides a structure where both the coach and the sergeant (or the sergeant and 
the constable) are required to listen. 
•  It promotes both good listening and good questioning and it covers the full 
spectrum of performance discussion points (positive and negative). 
•  We use it because we know it helps to build confidence and competence in the 
learner. (remember the confidence/competence spiral) 
• We are acknowledging the importance of the individual recognising the things they 
have done well and the opportunity for them to consider what they could have done 
differently BEFORE they are told. 
The model 
You could talk about it before you show it, or you could show the model and explain it as 
you go. 
• If possible, have the participants pair up with someone that they work with or have 
worked with in the past. Have Person A choose a topic that they would like 
feedback on (or if person B can’t give feedback – then a topic they would like to 
reflect on). It can be a work project, a particular work event, a relationship at work 
or even their whole work. 
• Explain that this is not a normal conversation which is often a bit like ping-pong. 
This is a deliberate coaching conversation so participants need to follow the steps. 
• Remind extroverts that silence is completely acceptable while people are forming 
answers in their heads! 
• If time – have both people take a turn as coach and coachee.  
• Discuss as appropriate at end. 
ASK What did you do well?                                   This is where you practice your active 
listening skills 
ADD What you also did well was……                   This is where you share your reflective 
observations 
ASK What would you do differently?                  Active listening again. Remember most 
people are       self critical so challenge and confirm as appropriate. 
ADD   What you could/should/might /must do differently is…..  This is where you balance 
coaching and advising- with technical matters people may just need to be told how to do 
something. But if they have been shown before and are still making mistakes then telling 
won’t necessarily work.  With development skills – good open questions will yield better 
performance in the long term. 
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Appendix G  Skills Will model 
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